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ABSTRACT 
The purpose of this study was to investigate beginning music teachers' 
perceptions of their music teacher preparation at National Taiwan Normal University 
(NTNU) regarding the Arts and Humanities field of the Grade 1-9 Curriculum. Research 
questions focused on discovering the most and least effective components of 
undergraduate training at NTNU, identifying the missing components that might have 
helped beginning music teachers begin their profession more effectively, and having 
graduates involved in program improvement by presenting their recommendations. A 
descriptive analysis was conducted on the data received from 129 graduates from the 
music department ofNational Taiwan Normal University (NTNU). Of the 129 
respondents, 69 took teacher education courses and were prospective music teachers. 
However, due to an overabundance of certified teachers in Taiwan, only 27 of the 69 
graduates were able to obtain teaching positions. 
Beginning music teachers' experiences with student teaching, course content 
(Research in Music Teaching Materials and Methods), and applied music (voice), while 
Vl 
in the teacher preparation program, helped prepare them to enter and be successful in the 
secondary music classroom. On the contrary, theoretical courses and advanced 
musicianship training were reported disconnected from the actual working experiences of 
beginning music teachers. The components which beginning music teachers expressed 
they wished had been taught in the undergraduate training program included teaching 
methods, classroom management, communication skills, knowledge of subject content 
(i.e., performing arts), music technology, and the theory of curriculum integration design 
and practice. In the hope of improving the shortcomings and linking the disconnections 
between training and work, beginning music teachers recommended the music teacher 
preparation program at NTNU increase the amount of coursework related to classroom 
realities, extend student teaching, provide more opportunities for classroom observations 
as well as professional development, and offer teacher education courses earlier in the 
program. 
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CHAPTER 1 
INTRODUCTION 
The twenty-first century is a time of rapid advances in science and technology. 
1 
The increasingly global effects of human activities, particularly on economics and 
culture, greater awareness of individual dignity and autonomy, democratization, and 
globalization have become irreversible trends. When people face a rapidly changing 
society and encounter various challenges and conflicts, education can play a crucial role 
in individual and social development. This is because education can help a nation respond 
constructively to social, cultural, and moral issues. Delors (1996) stated that, even though 
education is not a "miracle cure" or "magical formula" by which all ideals can be 
attained, through education a more harmonious development of human society can be 
achieved, and a better world can be created in which people can live. 
Education is a vital key to success in the modem world. When a nation is 
preparing its next generation to face a rapidly changing world and wishing to enhance its 
ability to compete economically and politically, education reform becomes an 
international concern (Carney, 1999; Hughes, 2006; Sahlberg, 2011; Segrera, 2010). 
However, no educational reform program can succeed without the support and active 
participation of teachers. No matter how well the educational reform plans designed, the 
achievement of reforms must rely on teachers to implement the reform plan in the 
classroom. Teachers have taken center stage in the educational reform movement. As 
Mitter (1992) pointed out, " ... the teacher is the keystone in educational innovation" (p. 
3). 
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Because of the decisive role of the teacher in education reform, governments have 
given great attention to issues regarding effective teaching. In the United States, the 
Department of Education (2012) reported that high-quality, effective teaching is one of 
the most important contributors to improving student achievement. High-quality teaching 
is related to teacher competencies. Accordingly, teacher competencies have strong 
connections to pre-service teacher education. To ensure that a highly effective teacher 
leads every classroom, teacher preparation education must serve as the foundation for 
nurturing effective teachers. 
Without high-quality teachers, we cannot realize the goal of high achievement for 
all students. In turn, if preservice teachers do not receive the highest-quality 
teacher preparation, then we cannot meet the demand for high-quality teachers. 
(Dean, Lauer, & Urquhart, 2005, p. 284) 
The issue of teacher quality concerns not only the western world, but all other 
nations as well, including Taiwan. In traditional Chinese society, teachers have always 
received high respect and played a significant role in educating the next generation. 
According to Liang and McClain (1991), " in traditional Chinese culture, teaching is 
considered not only an occupation, but also a conscientious endeavor to preserve the 
national culture from generation to generation" (p. 305). Thus, teachers in Chinese 
culture have traditionally been considered to have two missions: (a) to be the messengers 
of knowledge; and (b) to be models for future generations (Liang & McClain, 1991). 
Because teachers are viewed as teachers of humankind rather than merely as trained 
messengers of knowledge, this view has traditionally led to high expectations for teachers 
and teacher education. The improvement of the quality of teacher education has always 
been one of the main government policies in Taiwan. Cheng, Jei-Cheng, the former 
3 
Taiwanese Minister of Education between 2008 and 2009, viewed teachers as 
fundamental to the achievement of education reform, claiming, "Good teachers prosper a 
nation" (Chen, 2008). The Ministry ofEducation in Taiwan (2011) issued the statement 
"Effective teacher preparation education contributes to education success; successful 
education contributes to children's, as well as a nation's, future." 
History of Teacher Training in Taiwan 
The history of teacher training in Taiwan can be traced to 1932, when Taiwan was 
still under the rule of Japan. In December, 1932, the National Government of Japan 
announced the Normal School Act, 1 establishing the status ofthe public educational 
system. The act stipulated that the government was in charge of normal education,2 and 
that normal schools should be separated from secondary schools. The government funded 
tuition and fees3 of students of normal schools. In addition, the government provided 
students with free food and housing, uniforms, and books. Graduates were assigned by 
the government to serve in the junior high schools at designated locations. 
In 1938, a law entitled, The Rules Governing Normal Colleges was enacted. 
These rules stipulated that normal colleges were to be the only organizations charged 
with the responsibility for cultivating secondary schoolteachers. After Taiwan established 
its own government in 1945, name changes were made to distinguish secondary 
1 Ministry of Education, Taiwan, R.O.C., Main Policy: Important Teacher Cultivation 
Policy Ministry. Ministry of Education, Taiwan, R.O.C. Retrieved December 5, 2011, from 
http://english.moe.gov. tw/ct.asp?xltem=7119&ctNode=783 &mp= 1 
2 The term "normal education" as used here is translated from Chinese, and refers to 
teacher education. 
3 Except the tuition that was funded by the government, each month students of normal 
schools received a certain fee from the government as a living expense. 
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schoolteacher training and elementary schoolteacher training. First, in 1955, the Taiwan 
Provincial Normal College was converted into the Taiwan Provincial Normal University 
(the predecessor ofNational Taiwan Normal University). Later, Kaohsiung Normal 
College and Changhua Normal College were successively converted into normal 
universities. In 1979, the president announced the Normal Education Act, which was a 
milestone for normal education. This law resulted in teacher training being systematically 
funded by the government, with normal schools being the principal institutions for 
training teachers. 
The turning point of teacher training policy in Taiwan was in 1994. In and before 
1994, normal schools comprised the mainstream of teacher training. According to the 
Normal Education Act, graduates from normal universities were assigned based on their 
academic grades4 to teach in secondary level schools, while those from normal colleges 
were trained as elementary schoolteachers. In 1994, the Normal Education Act was 
modified and renamed the Teacher Education Law. 5 Since then, the teacher training 
policy has changed from being a predetermined system in which graduates from normal 
schools were always assured of a teaching position and were considered the only 
candidates for such jobs, to a system in which any graduates from any approved teacher 
training program could potentially become a schoolteacher. Under the new system, 
students are now required to pay tuition for their teacher training, and, after graduation, 
4 Each year, public schools post the available job vacancies for graduates from normal 
schools. According to the academic grades of their four-year performance, graduates with higher 
scores have the priority. 
5 Ministry of Education, R.O.C., Main Policy: Important Teacher Cultivation Policy. 
Ministry of Education, Taiwan, R.O.C. Retrieved December 5, 2011, from http://english.moe.gov. 
tw/ct.asp?xltem=7119&ctNode=783&mp= 1 
5 
have to find teaching jobs on their own. Normal schools are no longer the only 
institutions that train teachers. After being approved, universities may offer degrees in 
education and postgraduate credit programs in education, and participate in the training 
of teachers of senior high schools, junior high schools, and kindergartens (Figure 1 ). 
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A In and before 1994 From 1994 to present day e 
!Legal basis Normal Education Act Teacher Education Law 
Cultivation One channee: normal schools Diverse channels3 : 
\Channels1 and colleges universities ofteacher 
cultivation 
!Nature of Planned: cultivation= demand Reserved: cultivation> 
\Cultivation 4 Graduates are employed demand 
No employment guaranteed 
Obtaining Practical training satisfactory: Certified: possessing teacher 
~ualifications qualified teachers certificate 
Qualifications for Assigned Tested and selected 
employment 
Figure 1. The Amendment ofTeacher Training Policy. The policy of pre-service 
teacher preparation was amended in 1994. Before 1994, there was only one path to 
become a schoolteacher. After 1994, there were several ways for an individual to 
receive training and become a schoolteacher. 1Cultivation channels, as used here, is a 
direct translation from the Chinese, which means the training routes. 20ne channel 
means one route. Before 1994, only graduates from normal schools were qualified 
and certified to be schoolteachers. 3The term "diverse channels" means various 
routes. After 1994, anyone who wanted to become a schoolteacher could receive 
training through any one of many different routes rather than only by entering a 
normal school. 4 The word "cultivation" as used here is directly translated from the 
Chinese, which means training or nurturing. Adapted from "Important Teacher 
Cultivation Policy," the Ministry of Education, Taiwan. Retrieved February 5, 2012, 
from http://english.moe.gov.tw/ct.asp?xltem=7119&ct Node =783&mp=l 
Teacher Qualification Assessment Tests for Middle Schools 
As a result of the recent amendments to the teacher training policy, to be a teacher 
in Taiwan, one now must take courses in education either from a normal university, a 
university with a Department of Teacher Education, or from a university with a Center 
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for Teacher Education. The teacher education courses are the pre-service courses, which 
include regular, specialized, education professional courses, and education practical 
training courses. Regular and specialized courses refer to the undergraduate curriculum 
designed by individual universities (Appendices C and D), which are submitted to the 
central regulatory authority for approval. Education professional courses include common 
required courses (Appendix F) and courses in different subject areas designed by 
individual universities (Appendix E). The courses designed by individual universities can 
be offered only after being reviewed by the teacher training review committee of the 
university and approved by central regulatory authority.6 After completing the required 
pre-service teacher education program in the universities and receiving a Certificate of 
Successful Completion, one must pass the Teacher Certification Assessment Tests 
according to the category specified on the certificate. The Teacher Certification 
Assessment Tests for secondary schools and junior levels are conducted through a written 
examination held once each year. To become an official, full-time teacher in public 
schools, one is required to apply for Teacher Recruitment Examinations by district levels. 
Those who are not recruited may apply to be substitute teachers by taking the 
examination held by individual public schools. Certified teachers who cannot fmd 
teaching opportunities are referred to as reserve certified teachers. 7 
6 Detailed information can be viewed on the website ofMinistry of Education, Taiwan. 
Retrieved 2012, January 20, 2012, from http://english.moe.gov.tw/ct.asp?xltem=7119&ctNode 
=783&mp=l 
7 Detailed information can be viewed on the website of Ministry of Education, Taiwan. 
Retrieved 2012, January 20, 2012, from http://english.moe.gov.tw/content.asp?Cultem=11665 
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Grade 1-9 Curriculum 
In order to increase their national competitiveness, many countries have made the 
fostering of human talent a priority in the twenty-first century (Bok, 2007; Mufti, 1996; 
Robinson, 1999; Sahlberg, 2011). In particular, education reform has been one result of 
this increasing global competitiveness. Just as education reform has been proposed in 
many forms in other countries, Taiwan has recognized education as the foundation of its 
development, and has been working to improve its own national competitiveness. The 
government has progressively carried out a number of educational reform plans, such as 
implementing Grade 1-9 Curriculum in 2001, promoting the status of Fine Arts 
education, supporting free tuition for five-year-olds, enhancing the global 
competitiveness of higher education institutions, and providing a lifelong learning 
. 8 
envuonment. 
The Grade 1-9 Curriculum is a reformed system that aims to connect the 
curriculum from elementary to junior high school into a system of unified learning areas. 
Reform ofthe Grade 1-9 Curriculum was initiated in 1996. However, the reformed 
curriculum of the new system and teaching materials were not implemented on a 
nationwide basis until September 2001.9 The main change from the original system was 
the creation of discipline divisions. Instead of individual disciplines, all of the disciplines 
8 The Ministry of Education, ROC, "Education in Taiwan." For more information on 
obtaining material, refer to http://www.edu.tw/. 
9 From September 1999 to August 2001, the Ministry of Education conducted a trial 
implementation of the new curriculum in a certain number of schools in each county. Schools that 
participated in the trial implementation had either volunteered or been selected by the local 
government. For detailed information, refer to http://teach.eje.edu.tw/9CC/course/course1.php 
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taught in school were divided into seven learning areas: Languages (i.e. , Mandarin and 
English); Health and Physical Education; Social Studies (i .e., history, geography, and 
civics); Arts and Humanities (i.e., music, visual arts, and performing arts10) ; Science and 
Technology; Mathematics, and Integrative Activities. 11 This new division of disciplines 
has created new curricular tasks and responsibilities for teachers. It also has created new 
challenges for in-service teachers and schools, new opportunities for professional 
development for teachers, and new opportunities for schools and communities to work 
together to design a curriculum that is appropriate for students. 
While in-service teachers have had to abruptly improve their proficiencies in 
teaching an integrated curriculum, likewise, teacher preparation programs also have new 
responsibilities. They must now develop the competencies of prospective teachers in 
teaching and designing an integrated curriculum and ensuring prospective teachers' 
effectiveness regarding the reformed curriculum prior to their entry into the classroom. 
The Grade 1-9 Curriculum integrated individual subjects and created seven 
learning areas. Of these seven learning areas, one of the most challenging areas of the 
reform initiative is the Arts and Humanities curricular grouping, which includes music, 
visual arts, and performing arts (Huang, 2000). In contrast to the former system in which 
music teachers were only required to teach music and visual arts teachers only taught 
visual arts, the Arts and Humanities field in Grade 1-9 Curriculum now requires in-
10 Performing arts, the term used in the study is translated from Chinese for Grade 1-9 
Curriculum, meaning a subject that focuses on the study of awareness of bodily sensation, stage 
performance and drama. 
11 Guidelines of Grade 1-9 Curriculum, the Ministry ofEducation, Taiwan. For more 
information on obtaining material, refer to http://teach.eje.edu.tw/9CC2/9cc_97.php 
10 
service music teachers to integrate performing arts, such as drama, theater, and dance, 
into the music class. Music teachers, along with visual arts teachers, are now required to 
integrate all elements of performing arts into their curriculum. This marks a drastic 
departure from the requirements of the earlier system. The dramatic change has led to a 
younger generation being less likely to pursue a career in music teaching. This new 
policy has also caused experienced teachers to retire earlier because they felt 
overwhelmed at the prospect of being required to teach unfamiliar curriculum and were 
exhausted by the demand of being required to create teaching materials by themselves 
(Li, 2002; Lin, 2002; Yang, 2001). Music education in Taiwan is currently facing a new 
era, and, consequently, the competency of music educators, as well as the effectiveness of 
the teacher education programs, is currently being examined and reevaluated. 
Statement of the Problem 
It has been more than a decade (2001-2012) since the Grade 1-9 Curriculum was 
implemented nationwide in Taiwan. Studies on issues regarding integrated curriculum 
and instruction design, specifically in the Arts and Humanities area, written from various 
perspectives, have been published (Chang, 2010; Chang, 2012; Chen, 2004; Chen, 2007; 
Fu, 2009; Hsieh, 2003; Hsu, 2004; Huang, Hsiu-Ying, 2003; Huang, Wen-Chi, 2003; 
Hung, 2002; Hung, 2006; Kuan, 2002; Lee, 2004; Lin, 2004; Lin, 2005; Lin, 2007; Lin, 
2012; Wang, 2002; Wang, 2005; Yu, 2006). The results of these studies have 
demonstrated that music teachers have had difficulties implementing the integrated 
curriculum. Chen (2004) and Hsu's (2004) studies indicated that the major problem with 
the implementation of the Arts and Humanities in Grade 1-9 Curriculum has been that 
11 
music teachers were not able to teach the integrated curriculum effectively. Prior to the 
implementation ofthe Grade 1-9 Curriculum, Hung (2000) discussed the possible 
challenges of implementing the Grade 1-9 Curriculum and its impacts on professional 
development of teachers and upon teachers' preparatory education. Hung pointed out that 
in order to implement the new curriculum effectively, issues regarding pre-service 
teachers' competencies and in-service teachers' professional development, as well as 
instructional strategies, should not be ignored. Hung's article demonstrated that teacher 
educators would need to review their methods for preparing effective teachers in every 
classroom in order that all students could be provided with an adequate education. 
Previous Taiwanese research has outlined the need to study the effectiveness of 
teacher preparation programs (Chang, 2001 ; Chang, 2002; Hung, 2000; Hung, 2004; 
Liang, 2005; Lin, 2003; Wu, 2002). However, no research has examined the effects of the 
reform movement on the teacher preparation programs in Taiwan. Nonetheless, teacher 
preparation plays a key role in equipping pre-service teachers with essential knowledge, 
skills, and dispositions for quality teaching. This is because teachers tend to teach the 
way they have been taught (Sarason, 1996; Yimer, 2009) and " ... one cannot teach what 
one does not know" (Wu, 1999, p. 535). If the new system is to be implemented 
thoroughly and effectively, it is important to have research that examines the 
effectiveness of teacher preparation so teacher preparation programs are able to identify 
the strengths and weakness of the process. Such research would help ensure excellence in 
teaching and improve the competencies of pre-service teachers regarding the new system. 
12 
Purpose of the Study 
The purpose of this study was to examine the perceptions of beginning music 
teachers regarding their teacher preparation at National Taiwan Normal University. The 
study was specifically focused upon the Arts and Humanities field in the Grade 1-9 
Curriculum. Through this study, I sought to discover which components the beginning 
music teachers considered to be the most and least valuable in their undergraduate 
training at NTNU. I focused particularly on the reports of the participants' experiences 
regarding their early attempts to implement the reformed curriculum. I further sought to 
identify the components that beginning music teachers wished had been taught to them 
prior to their entry into the music profession. Finally, I aimed to represent the beginning 
music teachers' recommendations, with the hope of improving music teacher education at 
NTNU, specifically in ways that might enhance the proficiency of prospective teachers in 
the implementation of the integrated curriculum of the Arts and Humanities field. 
Research Questions 
This study was guided by the following questions: 
1. What are the perceptions of beginning teachers regarding the most and least 
valuable components of their teacher preparation, in terms of the Arts and 
Humanities focus ofthe Grade 1-9 Curriculum? 
2. What do beginning teachers wish they had learned in their music teacher 
preparation program which would have helped them implement this new 
curriculum more effectively? 
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3. What suggestions do beginning teachers have for the music teacher preparation 
program at NTNU? 
Rationale 
In this study I investigated the perceived preparedness of beginning music 
teachers at NTNU to teach the reformed Taiwanese curriculum. A greater understanding 
of the perceptions of beginning music teachers is important, for teacher preparation 
program administrators need to know what effects their programs are having on the 
ability oftheir graduates to teach (Asmus, 2000; Bidner, 2001). Obtaining useful 
information can support the efforts of educational leaders in higher education as they 
continue to strengthen teacher preparation programs. This study will be useful to music 
teacher preparation program at NTNU to improve teacher training of pre-service teachers. 
This study will also be useful to administrators to help identify areas that beginning 
music teachers perceived as being insufficient. 
This research is important because it has the potential to initiate and encourage 
further studies concerning evaluations of teacher preparation programs in Taiwan. These 
programs have not yet been examined extensively or systematically in the past, and 
research in the field of the Arts and Humanities in the Grade 1-9 Curriculum is 
particularly needed. This study will also benefit Taiwan's schools and school districts, 
because the results of this study are intended to add to the body of knowledge dealing 
with teacher preparation. 
Limitations and Delimitations of the Study 
The following is a list of the limitations regarding the scope of this study: 
• The amount of data generated by this study was limited by the participants' 
teaching status. Not every participant became a music teacher after leaving the 
university. In some instances, participants may have either taught for only one 
year in Taiwan and then left the profession, or went abroad. 
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• This study was dependent upon the willingness of participants to respond to the 
survey questions. In some instances, participants may have been reluctant to 
answer the survey questions due to the time involved. 
• Since NTNU is a university that trains secondary schoolteachers, the participants 
in this study were limited to those teaching at the junior high school (i.e., grades 
7-9). 
• This study was limited to music and performing arts subjects in the Arts and 
Humanities field. The Arts and Humanities field includes music, visual arts, and 
performing arts; however, there are no certified performing arts teachers in 
schools. Therefore, music teachers have to teach performing arts subject as well. 
The delimitations to the scope ofthis study are as follows: 
• The participants in the study were graduates of the classes of 2006, 2007, and 
2008 ofNTNU. Each graduate was considered as a participant, regardless of 
whether they currently held a teaching position or not. 
• This study did not examine the causal relationships between the perceptions of 
participants regarding a particular course (most/least valuable) and an instructor's 
performance of the course. For example, the instructor's proficiency of the course 
was not examined to determine the effectiveness of the course. 
• Some participants were asked to participate in personal or e-mail interviews to 
follow-up on survey questions if a response needs to be clarified. 
Definition of Terms 
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The Music Curriculum at National Taiwan Normal University is a four-year 
course intended to produce musicians who are capable succeeding in the highly 
competitive world of professional music, and who will also be well-grounded in the 
fundamentals. This course is intended to prepare students for all phases of music teaching 
in the secondary schools. This curriculum leads to a Bachelor of Fine Arts (B.F.A.) 
degree. All B.F.A. teacher candidates are required to take pre-service educational courses 
and do student teaching in both vocal and instrumental fields at the secondary level. 
Grade 1-9 Curriculum refers to the new educational system in Taiwan, which 
applies six topics (i.e., Information Technology Education, Environmental Education, 
Gender Education, Human Rights Education, Career Development Education, and Home 
Economics Education) to seven learning areas. These seven learning areas are Language 
Arts, Social Studies, Arts and Humanities, Science and Technology, Mathematics, Health 
and Physical Education and Integrative Activities. 
New reformed curriculum refers to the descriptions of teaching, learning, and 
assessments of the music subject within the Arts and Humanities area in Grade 1-9 
Curriculum. The terms new reformed curriculum or reformed curriculum, and integrated 
curriculum will be used interchangeably. 
Music educational reform, in the context of education reform in Taiwan, refers to 
the new educational system that requires music teachers to teach integrated curriculum. 
16 
Music teaching competencies, as used in this study, refer to the abilities, 
proficiencies, skills, fields of knowledge, and understanding utilized by music teachers in 
their music teaching situations in terms of Arts and Humanities. 
Beginning music teachers, is the term used to describe National Taiwan Normal 
University's graduates who furnish data for this study. 
Perceptions, in the context of this research, refer to the opinions, views, and 
judgments expressed by participants toward the music curriculum at NTNU. 
The terms Arts and Humanities and new system are used interchangeably. 
Organization of the Study 
Chapter 1 presents the issues of the teacher preparation program at the NTNU 
regarding the Arts and Humanities learning area in the Grade 1-9 Curriculum in Taiwan, 
outlining the research problems and questions. This chapter also describes the purpose of 
the study, the rationale, limitations and delimitation, and definition of terms. Chapter 2 
will include a review of relevant literature. This will include literature regarding 
international research on teacher education, research on the effectiveness of teacher 
education and on the significance of music teacher education in the United States, and 
research on the effectiveness of music teacher education in Taiwan. It also includes 
research related to Taiwanese music teacher implementation ofthe Grade 1-9 Curriculum 
in the field of the Arts and Humanities. Chapter 3 describes the research design of the 
study. It describes the setting, the population and sampling, the research instrument, and 
the data collection procedure. In addition, this chapter describes the reasoning behind 
selecting a survey approach. It concludes with the techniques for data analysis, including 
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the use of computer software for data management. Chapter 4 reports the findings of the 
research. Finally, Chapter 5 presents a brief overview of the study, a discussion of the 
research questions, implications for practice, recommendations for further study, and the 
conclusion. 
CHAPTER2 
REVIEW OF LITERATURE 
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In this chapter, I will demonstrate the significance of various aspects of teacher 
preparation programs and the importance of the perceptions of beginning teachers to the 
improvement of teacher preparation programs. Consistent with the purpose of this study, 
this chapter examines research studies which focus on music teacher preparation 
regarding the Arts and Humanities field in Taiwan. However, since only a few studies 
met this criterion, the literature review was expanded to also include international 
research about teacher education and research on teacher education in the United States. 
This chapter is organized using the following main headings: (1) International Research 
on Teacher Education; (2) Research on the Effectiveness of Teacher Education in the 
United States; (3) Research on the Significance of Music Teacher Education in the 
United States; (4) Research on the Effectiveness of Music Teacher Education in Taiwan; 
and (5) Research in Taiwanese Music Teacher Implementation of Grade 1-9 Curriculum 
in the field of the Arts and Humanities. 
International Research on Teacher Education 
In this section I present a review of literature dealing with the research regarding 
the perceptions ofbeginning teachers of their pre-service teacher preparation and 
beginning teachers ' concerns from a variety of different countries. This section only deals 
with literature that has been published in English. Among the research from various 
nations, issues that concerned beginning teachers demonstrated a number of common 
themes, such as classroom management, a lack of preparedness for the realities of 
19 
teaching, and reality shock. 
The concerns expressed by beginning teachers about the perceived problems with 
pre-service teacher preparation an international, rather than a local issue. San (1999) 
investigated the perceptions of 657 beginning primary and secondary Japanese teachers 
regarding their initial teacher preparation and professional development in Japan. San 
was concerned with beginning teachers' knowledge, skills, and attitudes acquired for 
professional practice through their initial training experiences and in their early years of 
service. Surveys indicated that beginning teachers gave low ratings to their initial teacher 
preparation and initial development of knowledge and skills, except in regard to matters 
related to the professional attitude of teachers. Beginning teachers believed they gained 
skills through their work as teachers. They claimed that subject knowledge and concepts 
as well as certain skills, such as basic teaching techniques and class management, should 
have been prepared adequately in the program, but were actually developed during the 
early years of teaching. San suggested that the traditional teacher preparation programs in 
Japan should be reformed, and that the content of the courses, methods, and assessment 
procedures of the teacher education programs should be improved as well. 
Wong (2002) conducted a study in Singapore to seek a deeper understanding of 
the concerns and problems of beginning teachers. Wong especially wanted to hear the 
recommendations of beginning teachers about the best ways to resolve their difficulties. 
The study was conducted to determine whether induction activities were meeting the 
instructional and personal needs of beginning teachers. Data analysis from a sample of 
first-year teachers (N=207) revealed that beginning teachers' primary concerns were 
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about being effective teachers. The problems beginning teachers reported were feeling 
overwhelmed due to their struggles to cope with the excessive work load and role 
responsibilities associated with teaching. Beginning teachers reported that they would 
have had better experiences in their early years of teaching if they had been adequately 
prepared for the transition from theory to actual instructional and managerial behaviors. 
Furthermore, Wong found that beginning teachers needed to receive support and 
recognition from colleagues, school administrators, parents, and the public. Based on the 
research findings, Wong recommended that course instructors create assignments that 
linked the contents of their courses with applications in real classrooms. Wong 
specifically suggested that teacher education programs provide learning experiences 
related to the real school situation, and that student teachers be provided opportunities to 
observe other teachers in order to learn about different teaching styles and to see how 
teachers coped with their multiple roles. 
In Australia, Ballantyne and Packer (2004) investigated the knowledge, skills and 
capabilities that beginning music teachers perceived to be necessary to function 
effectively in the secondary classroom, as well as their perceptions of the effectiveness of 
the current teacher education programs in preparing them to teach music. Secondary 
classroom music teachers (N=76) completed questionnaires during their first three years 
ofteaching. Importance-Performance Analysis (IPA) was used to identify the perceived 
levels of importance ofknowledge and skills required to be an effective classroom music 
teacher, as well as the performance of their teacher education program in addressing this 
knowledge and these skills. The findings suggested that pre-service teachers needed 
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better support in their development of pedagogical content knowledge and skills required 
for teaching in a secondary music classroom. Beginning teachers also needed better non-
pedagogical professional content knowledge and skills such as managing the music 
budget and communication skills. The research provided an empirical basis for the 
planning and development of pre-service music teacher education programs based on the 
needs and experiences of beginning teachers. It also raised important issues that music 
teacher educators needed to tackle in order to ensure that graduates were prepared 
adequately for classroom music teaching, as well as to prevent the attrition of new 
teachers. 
Utilizing semi-structured interviews, Ballantyne (2007) explored the perceptions 
of beginning music teachers (N=l5) of their jobs and their preparedness for the teaching 
profession. The results indicated that the participants had a passion for teaching music, 
but their lack of preparedness for the realities ofteaching made them view early 
experiences in the secondary schools as a time when they would either "sink or swim," 
and when they saw themselves as a "one-man-band." Data analysis revealed that what 
Ballantyne referred to as "praxis shock"12 was a common experience for beginning music 
teachers. Beginning music teachers did not feel that their pre-service education had 
prepared them adequately for the role of being a secondary classroom music teacher. 
Ballantyne concluded by recommending that pre-service and in-service teacher education 
programs should more effectively meet the needs ofbeginning music teachers. 
Ballantyne recommended the programs try to reduce the incidence of praxis shock 
12 Praxis shock, or praxisschock, is the discrepancy between teachers ' expectations of 
school life and the realities of teaching (Ballantyne, 2007, p. 181 ). 
through integrating music, education, and professional knowledge and skills across all 
areas of the course, continuing professional development and mentoring. 
Research on the Effectiveness of Teacher Education in the United States 
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The number of research studies about teacher education in the United States is 
quite large, and the themes and foci are far more diverse than can be found for other 
countries. The literature reviewed in this section is only that which directly concerns the 
effectiveness of teacher preparation education, and the perceptions of beginning teachers 
regarding their preparation program. 
Research on the Effectiveness of Teacher Preparation 
Teacher preparation programs are designed to provide students with the training 
necessary to be successful teachers in the classroom. Issues related to the effectiveness of 
teacher preparation programs are particularly critical, for the competencies of teachers 
have a great impact on the academic achievements of the students. Ashton (1996) argued 
that alternative certification practices and the reduction of teacher certification standards 
have damaged academic achievement, particularly in low income areas within the United 
States. Ashton found that even though teacher preparation programs provided teachers 
with knowledge and skills that enabled them to be effective in the classroom, teacher 
preparation programs continue to be plagued with a variety of serious problems. Ashton 
called for the improvement of teacher preparation programs, saying they must be 
improved to enable teachers to meet the demands oftoday' s classrooms. Ashton 
specifically suggested that teacher preparation programs increase the quality of faculty 
and prospective teachers, improve the curriculum, and develop an understanding of the 
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cultures of schools. 
A large alliance of Florida educators developed an experimental teacher 
preparation program with the aim of improving pre-service teacher education (Bristor, 
Kinzer, Lapp, & Ridener, 2002). The Teacher Education Alliance (TEA) was designed to 
prepare pre-service teachers for the 21st century. TEA worked with the Broward County 
School Board, Florida Atlantic University, and Broward Community College. This group 
tried to develop a core group of exemplary teacher education faculty from these three 
institutions who modeled excellence in teaching. The program restructured the teacher 
preparation education curriculum by incorporating extensive and diverse field 
experiences from high school, community college, and university education. The 
improved program included varied teaching strategies, made use of technology and 
multicultural education, and integrated content knowledge (e.g. reading and language 
arts) and disciplines (e.g. science, mathematics, and technology). They built a partnership 
with K-12 and community organizations to accomplish their goals, such as increasing the 
number of students interested in teaching as a career and restructuring the curriculum to 
engage interested students from the first year onwards. TEA also asked their students and 
peers to use e-mail technology to share resources. By exchanging e-mails, pre-service 
teachers could gain a greater appreciation and understanding of the cultural and linguistic 
backgrounds of their peers and of future students, which would enable them to take an 
active role in improving students' lives through effective instruction and education. 
Qualitative evaluations of TEA conducted in 1996 and 1998 reported that TEA graduates 
felt well prepared and confident. In addition, follow-up interviews with principals in 1998 
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and 1999 reported that TEA graduates performed better than teachers not involved with 
the program during their ftrst year teaching. This experimental program ended in the 
spring of2001. However, the authors believed that some of the successful components 
would continue to be used in the traditional teacher preparation program. This study 
demonstrated that pre-service teachers can be prepared well if pre-service teacher 
education provides adequate training. 
While pre-service teachers are encouraged to collaborate and reflect on their 
learning about teaching in teacher education programs (Kluth & Straut, 2003; Pugach & 
Blanton, 2009), Young and Knestrict (2012) realized that pre-service teachers might not 
have an opportunity to learn about the process of collaboration or to observe the effective 
collaborative relationships between teachers at the university level before they enter the 
profession. Therefore, to produce better-prepared teachers, Young and Knestrict 
developed a project to model collaboration that would assist pre-service teachers to 
enhance their subject knowledge and identify effective pedagogical tools. Young and 
Knestrict created the ftnal projects for their pre-service teachers which contained three 
vital components. Each such project required the student to describe the collaborative 
assignment, provide an understanding of the process and ftnal projects, and then to share 
the outcomes of the ftnal projects with their classmates. Through scaffolding techniques, 
pre-service teachers were able to participate and reflect upon the process of collaboration. 
Young and Knestrict said that the outcomes of these ftnal pre-service teacher projects 
were impressive, but it was the process of modeling that was most remarkable. Young 
and Knestrict found that these projects not only assisted pre-service teachers to reflect on 
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the collaborative process, but also helped teacher educators to reflect on their own 
teaching. Teacher educators reflected on the course content, the instructional process, and 
the outcomes, which made both their class and their teaching better. "We prepare better 
teachers by being better teachers!" (p. 6). 
According to their experiences of modeling the process of collaboration, Young 
and Knestrict (2012) provided suggestions for teacher preparation programs: (a) present 
the course assignment and expectation for the project several times with detailed and 
consistent language; (b) utilize a graphic organizer and models to visually present the unit 
and final project; (c) hold pre-service teacher conferences; and (d) professors need to 
meet and debrief regularly on the process of their collaboration and progress of the pre-
service teachers' work. Young and Knestrict' s study demonstrated that teaching is 
learning. Teacher educators understand pre-service teachers' needs and then reexamine 
the effectiveness oftheir teaching in order to provide appropriate instruction. By listening 
to pre-service teachers' voices, teacher educators connect with the needs of pre-service 
teachers, and create a curriculum that is tailored to those needs. Through this process, 
both teacher educators and pre-service teachers receive benefits from each other, and this 
may be the ultimate achievement in teacher education programs. 
Beginning Teachers' Perceptions of Their Teacher Preparation 
Moore (1995) used a questionnaire to study the perceptions of29 beginning 
teachers regarding their first teaching performance. These perceptions were based on 
their pre-professional programs of study as well as the areas that needed follow-up 
assistance during their first year of teaching. The data analysis demonstrated that 
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beginning teachers considered themselves to have been adequately prepared by their pre-
professional program of study. However, there were four areas rated by beginning 
teachers as the least satisfactory: (a) music, (b) health and physical education, (c) 
interpretation and use of standardized test scores, and (d) ability to manage specific 
behavior problems in the classroom. The study also reported that continued support from 
and communication with the pre-service teacher was the most needed type of follow-up 
assistance required by beginning teachers. 
Byrd-Rider's (1998) study was intended to determine which competencies were 
needed to begin teaching, what degree of proficiency was needed, and where such 
proficiencies were acquired, as perceived by beginning teachers. Through surveying 114 
beginning teachers, the researcher found that management and discipline skills were cited 
as the most-needed competencies. The results indicated that the needed competencies that 
beginning teachers should have learned at school (either in coursework or by student 
teaching) were actually learned on the job. Additionally, Byrd-Rider found discrepancies 
between need and proficiency. Many competencies that the respondents felt were highly 
needed had low proficiency ratings, such as abilities to deal with organizing, classroom 
management, and climate. On the other hand, some skills of low need had high 
proficiency levels, such as abilities in non-instructional duties, working with students of 
different race/class/ethnic backgrounds and working with colleagues. To recognize the 
needs and difficulties experienced by beginning teachers, Byrd-Rider's recommendations 
included listening and responding to the perceptions of beginning teachers, spending 
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more time on expressed priorities, and increasing communication with, as well as time at, 
the school site. 
Through focus group interviews, Davis (1999) examined the perceptions of 
beginning teachers regarding their teacher preparatory programs as related to their actual 
work environment. This study was designed to identify the most and least effective 
components of educational training in terms of the preparation of beginning teachers to 
enter the secondary, urban classroom. Data were collected from interviews of25 
beginning secondary teachers in Saint Paul, Minnesota. The results showed that all 
teachers perceived that they were not adequately prepared in their teacher preparation 
programs. As a result, they entered the secondary, urban classroom with insufficient 
knowledge and skills as a full-time teacher, which led them quickly to become 
overwhelmed. Davis also reported that student teaching was considered the most valuable 
component of the pre-service teacher preparation. Furthermore, Davis also discovered a 
number of factors which made it more difficult for beginning teachers to enter the 
classroom. These included the lack of methods training, too much focus on theory, issues 
of people management, and missed opportunities to know the things that should be 
covered in student teaching but were not, such as long hours, the challenges of the first 
weeks of class, and the sense of isolation. These factors, along with support from 
colleagues and students, as well as inner motivation, influenced the career decisions made 
by beginning teachers. Based on these research findings, Davis suggested that listening 
and valuing the voices of beginning teachers could better assist teacher preparation 
programs to prepare new teachers for the first years in the classroom, and potentially 
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reduce the number of beginning teachers who leave the profession. 
Ladd (2000) explored the similarities and differences among four university 
teacher preparation programs by analyzing the perceptions of 1996, 1997, and 1998 
university graduates regarding their pre-service preparation. The results demonstrated 
that classroom behavior and management were the greatest concerns for beginning 
teachers from all four universities. In addition, practical instructional skills such as 
teaching strategies were considered to be greatly needed. Furthermore, the results implied 
that university faculty needed to connect their knowledge with the ongoing educational 
issues in order to provide adequate instruction for prospective teachers. Ladd concluded 
that alumni involvement in program reform of teacher preparation could provide valuable 
information for improvement of educational practices (e.g. instructional strategies, 
accountability, student behavior, and classroom management). 
Inadequate preparation was also found in a study by Dillon (2004). Utilizing a 
descriptive qualitative research method, Dillon separately interviewed 20 first- and 
second-year elementary teachers to explore these teachers' perceptions regarding the 
effectiveness oftheir teacher preparation. The purpose of the study was to identify how 
colleges and universities could improve their teacher preparation programs, as well as 
what school systems can do to ensure beginning teachers to have a successful and 
satisfying experience in the classroom. The data analysis showed that college classes did 
not prepare new teachers for the real world of teaching. New teachers reported feeling 
overwhelmed by teaching duties and expectations, and expressed a desire for more 
interactive field experience. New teachers also reported that classroom management was 
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the most-needed skills. 
Based on these findings, Dillon presented the following recommendations for 
improving the teacher education program: (a) provide additional opportunities for more 
interactive field experience, not just opportunities to observe; (b) eliminate most of the 
philosophy classes and research requirements; (c) include more instruction in dealing 
with classroom management, including discipline strategies and effective means of 
interacting with parents; (d) intensify reading instruction; and (e) provide more course 
work in special education issues. 
Battle (2008) surveyed 191 beginning teachers in Tennessee, and the results 
indicated that teacher perceptions of efficacy of their level of preparedness through 
teacher preparation programs did not have a direct relationship with the teachers' years of 
experience, age, or the grade level taught. However, out-of-state teacher preparation 
programs received higher ratings of perceived efficacy than in-state programs. The 
common themes that emerged in the responses regarding the issues of efficacy of their 
teacher preparation programs were (a) classroom management, (b) diverse learning 
needs, (c) special education, and (d) student-teaching experiences. In the hope of 
increasing teacher effectiveness through teacher preparation programs, Battle made three 
recommendations. These were as follows: (a) student-teaching placements should be 
extended for pre-service teachers to provide more real interactive fields; (b) more training 
at the university level in special education should be provided; and (c) training in diverse 
learning needs, and classroom management skills should be strengthened. 
30 
Summary 
This review of literature in teacher preparation education in the United States 
demonstrates the problems and concerns in teacher preparation programs. The voices of 
beginning teachers revealed their challenges with the realities of teaching and suggested 
the importance of effective pre-service preparation. The common dilemmas faced by 
beginning teachers were issues of classroom management (Battle, 2008; Byrd-Rider, 
1998; Davis, 1999; Dillon, 2004; Ladd, 2000; Moore, 1995), disconnection between 
theory and practice (Davis, 1999; Dillon, 2004), and the need for instructional strategies 
(Battle, 2008; Davis, 1999; Ladd, 2000). The studies reviewed indicated that the 
effectiveness of pre-service teacher education was directly related to the performance of 
beginning teachers. This issue was also a concern of scholars in the field of music 
education. 
Research on the Significance of Music Teacher Education in the United States 
The number of articles and research studies in music education in the United 
States is massive, and the themes of the articles vary greatly. The literature in this section 
is limited to that which directly concerns the significance of music teacher preparation 
and the perceptions of beginning music teachers regarding their teacher preparation. 
The Significance of Music Teacher Preparation 
Since any major education reform ultimately leads to changes in teacher 
preparation programs (DOE, 2011; Frassinelli, 2006; Kwalwasser, 2012), issues 
regarding music teacher preparation have also concerned scholars in the field of music 
education. In response to the initiatives to reform teacher education, Thiessen and Barrett 
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(2002) stated that such initiatives were built on the narrow conceptions that were based 
on pre-service teachers' descriptions of their educational experiences and knowledge, and 
implemented as instructive strategies for learning to how to teach. Instead of the 
restricted images of music teachers and teaching, Thiessen and Barrett described an 
expanded image of the work of the reform-minded music teacher. This expansive image 
included contributing to school reform initiatives by examining and reconstructing their 
classroom practices, working together with others within the school, and creating 
partnerships with the external communities so that music learning was not confmed to the 
music classroom. They depicted the nature of the work from ecological, collaborative, 
and interdisciplinary perspectives. Thiessen and Barrett also claimed that because a body 
of research on participation of music teachers in school reform initiatives was missing, 
they synthesized the most important themes. In addressing the importance of research in 
music teacher education reform, Thiessen and Barrett concluded: 
If music teachers are to function as change agents in general initiatives to reform 
schools, in the ongoing transformation of music education as a discipline, and in 
the developmental formation of their own beliefs and practices, we will need 
broad and ambitiously conceived agendas for inquiry. (p. 781) 
In 2007, Music Educators Journal published a special issue focused upon music 
teacher preparation. The special focus on music teacher preparation was led by Campbell 
(2007), who was inspired by Feiman-Nemser's (2001) vision. Campbell proposed using a 
vision of teachers as learners and teaching as learning to construct a curriculum. 
Campbell stated that program expansion and greater specialization might not be practical 
alternatives for helping to reform the preparation of music teachers in the twenty-first 
century. 
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Conkling (2007) suggested employing the situated learning theory proposed by 
Lave and Wenger (1991) in the training of pre-service music teachers. Conkling stated 
that the typical model of music teacher preparation involved placing a small cohort of 
pre-service music teachers at the same school site, under the combined supervision of one 
experienced school music teacher and a university professor. Pre-service teachers took 
part in a rotation, first observing and then teaching for a certain amount oftime in the 
classrooms of each of the teachers in a specific grade level or subject area. Subsequently, 
pre-service teachers taught in one of those classrooms for an extended internship. 
Conkling argued that this model only worked well for preparing elementary teachers and 
subject-area teachers in language arts, math, social studies, and science. However, for the 
preparation of music teachers, this model has not functioned as well. This was because 
fmding more than one full-time music teacher in an elementary school building or more 
than one choral or instrumental music teacher in a middle school or high school was 
unlikely to happen. Conkling claimed that the ideal model for preparing music teachers 
would be that pre-service music teachers should be based at several professional 
development sites across several semesters before they started their student-teaching 
internship. Furthermore, Conkling provided excerpts from conversations with or writings 
of pre-service teachers who were based at one middle school Professional Development 
Partnership site. The commentary, presented as evidence of the possibilities of situated 
learning, demonstrated that situated learning for pre-service music teachers consisted of 
(a) access to exemplars of music-teaching practice, (b) engagement in productive music-
teaching activity, and (c) collaborative reflection. Conkling concluded that such a change 
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in the practices of teacher training would not be a frightening prospect, but be inevitable 
and desirable. 
Wiggins (2007) discussed how pre-service music education students could 
formulate key understandings and learn to teach music from a constructivist perspective, 
in which "people construct their own understanding of experiences" (p. 36). Wiggins said: 
"To become a music teacher, an individual must understand (1) music, (2) learning and 
teaching, and (3) music learning and teaching" (p. 36). Wiggins also described the kinds 
of curriculum that could help pre-service music education students to develop their 
understandings of the most central ideas of music, education, and music education. The 
author suggested a set of courses designed to develop students' understandings of 
learning and teaching processes in connection with what they learned about music. The 
author also provided a sample curriculum for pre-service music teacher education that 
centered upon the development of students' own musicianship and their own 
understanding of music education practice. This study indicated that the university 
curriculum had an important relationship to the effectiveness of the pre-service music 
teacher preparation. 
Katz and Raths (1992) proposed a set of six dilemmas13 in teacher education and 
discussed its importance to pre-service teacher education. Thompson (2009) revisited this 
set and related those dilemmas to the field of music teacher education. However, 
Thompson only focused on three dilemmas that were particularly important to program 
13 The six dilemmas are: coverage versus mastery emphases; evaluative versus affective 
emphases; emphasis on current versus future needs of candidates; thematic versus eclectic 
approaches; emphasis on current practices versus innovative practice; and specific versus global 
assessment criteria. 
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development. The first dilemma was what Katz and Rath referred to as "coverage versus 
mastery." Thompson stated that the focus of an effective music teacher preparation 
program should not be upon mastery of content, but upon the strengthening of 
appropriate instructions. The second dilemma focused on how music teacher educators 
could balance meeting pre-service music teachers' current needs versus their future needs. 
The difference between what pre-service music teachers expected from their pre-service 
training and what their teachers expected from the students often resulted in students 
feeling frustrated and unprepared for the "real" world. The third dilemma, probably the 
most challenging one for music teacher educators, according to Thompson, was the 
emphasis on current practice versus innovative practice. Thompson asked music teacher 
educators to rethink the goal of music teacher preparation. She asked whether music 
teacher educators should continue using the standard approach to prepare pre-service 
music teachers, or to instead encourage students to envision music education from an 
innovative and broader perspective. For students who chose to view music education 
from this new vision, the issue would be how to assist them in implementing this vision 
in a practical way during their first year of teaching. Thompson believed that these 
questions and dilemmas would always exist in some form, and continue to provide a 
great opportunity to rethink and reevaluate music teacher preparation programs. 
In order to improve preparation of teachers for the music classroom, Snyder 
(20 11) used excerpts of video recordings taken of pre-service music teachers. This study 
demonstrated that self-reflection could be a valuable learning tool. Through video 
reflection, pre-service music teachers were able to examine their own teaching, which 
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helped them improve their instructional effectiveness. The use of video feedback of this 
type has shown that some instructional techniques can be improved by reducing the 
amount of teaching talking, increasing the amount of student playing, structuring 
effective lessons, and paying greater attention to student playing errors. Snyder 
recommended that pre-service music teacher preparation programs should incorporate the 
use of video recording and reflection as methods for preparing pre-service music teacher 
more effectively. 
Beginning Music Teachers' Perceptions of Their Teacher Preparation 
"A diploma and teaching certificate entitle you to be called 'teacher' but it takes 
many years of experience to actually become a teacher" (Warner, Bryan, & Warner, 2006, 
p. xii). The making of a teacher is a continual process that even extends beyond the initial 
years in the classroom. The early experiences of beginning teachers are particularly 
significant because they are the people who implement the skills and knowledge learned 
in the pre-service program. Consequently, if we wish to evaluate the effectiveness of 
teacher preparation programs, and wish to help beginning teachers achieve excellence in 
their initial years, the perceptions of beginning teachers regarding their teacher 
preparation must not be ignored. 
Bridges (1993) surveyed elementary music teachers in Tennessee regarding the 
adequacy of their undergraduate music education curriculum. This study focused on the 
elementary methods courses and included an open-ended question about what teachers 
wished they had learned, seen, and done in their elementary methods class. The fmdings 
indicated that activities such as working toward yearly goals and objectives, sequencing 
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music instruction, and meeting the needs of students were rated as being very important. 
However, teachers rated their undergraduate preparation for these tasks as very poor. 
Bridges also demonstrated disconnections between the ideal world of teaching and the 
"real" world of teaching. Regarding the question of what graduates wished they had been 
told before entering the profession, Bridges answered, "They wish to be told the truth 
about the real world of teaching, they wish to be given tools to be successful, and they 
wish to be inspired in the process" (p. 72). 
Because the first years ofteaching are a significant time for development of one's 
career, Krueger (2001) interviewed 20 beginning music teachers at the end of their first 
and second years of teaching. Krueger wanted to capture their perceptions and insightful 
perspectives about their teacher preparation, curriculum development, musicianship 
development and growth, challenges, discipline, and mentoring needs. Participants 
included middle school band and choral teachers, elementary general music teachers and 
orchestra teachers. The results indicated that well-prepared beginning music teachers 
tended to stay in the profession while inadequately prepared beginning music teachers 
were likely to give up teaching at the early stage of their career. In addition, Krueger here 
presented similar fmdings to those reported in a previous study, (Krueger, 2000), which 
found that communication with other music teachers and connection with both new and 
experienced music teachers provided a powerful resource and professional lifeline for 
beginning teachers. 
Conway (2001a) emphasized the value oflistening to the voices of beginning 
music teachers. Conway reviewed literature on beginning music teachers and studied a 
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district-sponsored induction program by examining the perceptions of seven first-year 
music teachers (Conway, 2001b). Conway (2002) subsequently evaluated the music 
teacher preparation program at a large midwestern university using an examination of the 
perceptions of beginning teachers, their mentors, and administrators. Conway selected 
seven first-year teachers from the class of 1999 and seven first-year teachers from the 
class of2000, all of whom were teaching within 40 miles of BTU (Big Ten University), 
as primary research participants. These primary participants were interviewed 
individually and as members of focus group meetings. In addition, each ofthe 14 teachers 
was encouraged to keep a personal journal about his or her perceptions of BTU 
preparation throughout the school year. Open-ended and unstructured interviews with 
mentors and principals also were conducted. During this same time period, Conway 
maintained a personal log of all interactions with participants. All primary participants 
were asked to complete the open-ended End-of-Year Questionnaire. This questionnaire 
asked the participants to give ratings about what they felt were the most and least 
valuable aspects of their pre-service teacher preparation, as well as to suggest ways in 
which the BTU teacher preparation program could better prepare future teachers. 
Conway (2002) determined the most valuable and least valuable aspects of the 
pre-service teacher preparation through data analysis. The most valuable aspects included 
student teaching, pre-service fieldwork, ensembles and applied music lessons. The least 
valuable aspects were teacher education courses, early observations without context. Also 
rated very low in value were some of the instrument methods courses, such as secondary 
instruments courses. Conway mentioned that all of the interviewees began their responses 
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regarding the least valuable aspect of the program with the discussion of teacher 
education courses. Beginning music teachers reported that the teacher education courses 
taken in the College of Education were not useful for preparing for the first year of 
teaching. With the aim of more effectively preparing prospective teachers, beginning 
music teachers suggested methods courses in teaching general music should be added in 
the undergraduate curriculum, some repeated instrument methods should be combined, 
and student-teaching experiences should be extended. Based on perceptions of beginning 
music teachers regarding their pre-service music teacher preparation, the music education 
faculty then revised the undergraduate curriculum to incorporate these recommendations. 
Afterwards, in addition to instrumental or choral methods, all students were required to 
take a general music methods course. Students no longer took graduate level coursework 
in the College of Education. In addition, a music education faculty member managed the 
instrument methods courses. Conway concluded the study by stating, "It is hoped that 
this report, although not generalizable to other settings, may be useful for others who are 
interested in what graduates have to say about music teacher preparation" (2002, p. 35). 
Roulston, Legette and Womack (2005) used qualitative interview data to examine 
the perceptions and experiences of nine beginning music teachers of their transition from 
being a student teacher to teaching full time. The results revealed that teachers: (a) valued 
pre-service preparation that was "hands-on," although some reported missing learning 
about crucial aspects relevant to their work; (b) had been assisted by formal and informal 
mentors; (c) described their frrst-year experiences as difficult yet rewarding; and (d) 
described professional needs as largely contextually driven. These Findings were 
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valuable for pre-service teacher educators, veteran teachers, and school administrators, 
for this information improved their understanding of the experiences and perspectives of 
beginning music teachers when moving from university to school contexts. The better 
they understand the perceptions and needs of beginning music teachers, the more 
effectively instructors and administrators will be able to provide beginning teachers with 
the kinds of support and mentoring they most urgently need. 
Summary 
This review of literature indicates a number of major concerns for music teacher 
education in the United States. Although the studies in this section contain a wide range 
of diversity, they clearly present a central goal in music teacher education in America; 
that is, the effective preparation of pre-service music teachers to successfully enter the 
classroom. Scholars have addressed the importance of music teacher preparation from 
various perspectives, and have indicated that it is time for music teacher educators to 
rethink the process by which prospective music teachers are trained. Numerous authors 
have emphasized the importance of listening to the concerns of the pre-service teachers 
and beginning teachers, saying that unless this information is taken into account, one 
cannot honestly evaluate how well the training programs are fulfilling their purpose. The 
literature reviewed here has demonstrated that beginning music teachers needed to have 
strong sense of connection between theory and practice. If they were not adequately 
trained by their pre-service teacher preparation program, teachers tended to leave the 
profession after only a few years. Adequate support from teachers and administrators at 
the workplace can assist beginning music teachers to make the transition from university 
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to school classroom and reduce the new teacher attrition rates. 
Research on the Effectiveness of Music Teacher Education in Taiwan 
In the United States, a number of educational researchers have evaluated features 
of university music education programs. According to Leglar (1993), the amount of 
research about programs peaked during the 1960s, and then decreased during the 1970s. 
Even though there has not been a large volume of American research about music 
programs in recent decades, studies concerning program effectiveness have continued to 
be published (Battle, 2008; Bridges, 1993; Davis, 1999; Dillon, 2004; Ladd, 2000; 
Mihaly et al., 2012; NCTQ, 2012; Schwartz, 1996). In contrast, in Taiwan, studies 
concerning music teacher preparation programs have never been as abundant as in the 
United States. Therefore, the literature in this section can only address two topics: (a) 
program evaluation in Taiwanese music teacher education, and (b) the curriculum of 
music teacher preparation programs. 
Program Evaluation in Taiwanese Music Teacher Education 
Prior to the implementation of the new music curriculum, only two studies 
regarding music teacher preparation programs were located (Chiang, 1998; Huang, 
2000). I have found very few studies related to music teacher preparation programs 
conducted after the implementation of the Grade 1-9 Curriculum. This is because most 
research related to the new music curriculum has been about topics other than teacher 
preparation. Such studies have all either been about the strategies of applying existing 
teaching materials into the new curriculum or centered upon offering ideas regarding how 
to connect the old curriculum to the new curriculum (Huang, 2008). Few studies can be 
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found regarding how pre-service programs responded to the educational reform effort. 
Chiang (1998) examined the perceptions and opinions of school music teachers 
regarding the needed changes in music teacher education in Taiwan, and offered 
recommendations for improving music teacher education programs. This study 
specifically investigated five critical areas: (a) curriculum; (b) early field experiences, 
student teaching and internships; (c) educational systems for music teacher education 
programs; (d) the requirements of music teacher certifications and competencies; and (e) 
in-service music teacher education programs. A questionnaire was sent out to a randomly 
selected sample (N=1,369) of public and private elementary, junior, and senior high 
school music teachers. 
The major fmdings reported by Chiang (1998) included the following: (a) there 
was a severe shortage of music specialists with professional music teacher education at 
elementary and junior high schools, particularly in small-sized schools; (b) the 
respondents considered the most valuable courses to be Applied Music, Chorus, 
Conducting, and Music Appreciation; (c) beginning teachers reported that observing 
other teachers while they were teaching was the most beneficial experience; (d) the 
proportion of music and music education courses in music teacher education programs 
needed to be increased; (e) field experiences and student teaching should be arranged 
systematically through the four-year music teacher preparation programs; (f) 
relationships between music education faculty and school music teachers should be 
strengthened in order to promote the positive effects of teaching practice; (g) the criterion 
of music teacher certification should be established clearly and systematically; and (h) 
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music teacher education should provide professional development opportunities for in-
service music teachers. This study indicated that the shortage of music education courses 
was not a new issue, but rather had long been a problem in music teacher preparation 
programs even before the more recent reform efforts. 
Before the new curriculum was implemented nationwide in 2001 , Huang (2000) 
investigated the attitudes of pre-service music teachers toward the Grade 1-9 Curriculum. 
The participants were the first groups of pre-service music teachers trained to implement 
the new curriculum. Huang believed that the perceptions and attitudes of these pre-
service music teachers toward the new curriculum were particularly important because, 
being naive in the teaching world, they would be more open-minded. Research results 
showed that less than 50% of pre-service music teachers in the teacher preparation 
programs understood the core and contents ofthe new curriculum, and only 11.8% 
recognized the contents of the new curriculum. In addition, the attitudes of pre-service 
music teachers toward the new curriculum were not very positive. Data analysis 
demonstrated that 22.6% of participants supported implementing the new curriculum, 
while 19.6% of participants disapproved of the Grade 1-9 Curriculum. The results also 
indicated that Arts and Humanities was one of the areas that required teachers to acquire 
new professional knowledge and skills. Based on the fmdings that pre-service music 
teachers perceived themselves to be unprepared to design and teach integrated curriculum, 
Huang suggested teacher preparation programs reinforce the competencies of pre-service 
music teachers in curriculum design. Huang particularly recommended that, in order to 
ensure the competencies of pre-service music teachers in teaching the new curriculum, 
there needed to be more extensive training in the strategies of integrated curriculum 
planning, and more educational courses related to the Grade 1-9 Curriculum within 
university curriculum. 
Curriculum of Music Teacher Preparation Programs 
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The competencies of Taiwanese music teachers in the field of Arts and 
Humanities are closely related to their teacher preparation programs. To nurture a well-
prepared music teacher for each music classroom, the curricula of teacher preparation 
programs play a decisive role. This is because "the practical significance of curriculum 
value orientation lies in their potential to be utilized as a critical tool within teacher 
education that may provide insights into student teacher preferences and decision relating 
to planning, pedagogy, content selection and practice ... " (Gillespie, 2011, p. 59). 
Aiming to understand the challenges and problems of teacher preparation in terms 
of Arts and Humanities, Wang (2010) conducted a case study to investigate the 
curriculum development of music teacher preparation for elementary school music 
teachers. In this study, Wang used in-depth interviews, document collection, and analysis. 
The results demonstrated that the curriculum structure in pre-service music teacher 
preparation programs had no significant changes in response to Arts and Humanities. In 
addition, curriculum content was found to be heavily focused on the training of 
professional musicianship, while courses regarding educational theory and practice were 
relatively few. Furthermore, data analysis demonstrated that curriculum development was 
limited by the learning attitudes of students and the professional competencies of the 
instructors. Wang suggested that in order to meet changes of the education reform, pre-
service music teacher educators need to reconsider the structure and content of their 
university curricula, and assist prospective teachers in making the connection between 
theory and real world teaching. 
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The concern about the appropriateness of the university curriculum is not new, 
but has been an issue for music teacher preparation in Taiwan for more than two decades. 
Wu (1987) examined six undergraduate music programs in higher education in Taiwan 
by studying catalogues, brochures, annual educational reports from different music 
departments, and conducting personal interviews. The study examined educational 
philosophies, objectives, content of curriculum, faculty, libraries and facilities, and 
extracurricular activities of each music department. The results demonstrated that: (a) the 
course content offered by six undergraduate music programs in Taiwan had similarities, 
tending to emphasize music performance; (b) due to the high competitiveness in the 
performing field, many graduates' career opportunities had been reduced; (c) Taiwanese 
society needed personnel with administrative and managerial levels in music/arts related 
fields; and (d) there were difficulties in finding properly trained staff to fill these 
positions. According to the research findings, Wu recommended that further research on 
curriculum design should be conducted. Wu also recommended that music departments in 
Taiwan be categorized into three groups: (a) a group that focused on preparing students to 
teach at the secondary level; (b) a performance-oriented group, aimed developing 
students' performing knowledge and skills; and (c) an interdisciplinary program that 
encouraged students to explore disciplines outside music and integrate those experiences 
with music. Wu indicated that if the prospective music teachers were to be prepared 
effectively, music programs in Taiwan needed to reexamine their curriculum design. 
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Although their studies were conducted more than 20 years apart, Wu (1987) and 
Wang (20 1 0) both reported a similar finding, with each of them reporting that music 
teacher preparation programs in Taiwan emphasized musicianship training more than 
educational practices. Wang (20 1 0) investigated pre-service music teacher education after 
the new system had been implemented, and did so by studying elementary school music 
teachers. Wu (1987) examined undergraduate music programs in higher education in 
Taiwan, but this study was conducted before the implementation of Grade 1-9 
Curriculum. 
Ho (2006) investigated how the national development of Taiwan had formed the 
context of music learning through the development of local cultures in current education 
reform. This study was conducted by examining relevant literature, official documents, 
websites, and a selection of music education publications commonly used in primary and 
secondary schools. The research questions focused upon the impact of cultural shifts 
toward localization as reflected in music learning in the Arts and Humanities curriculum, 
as well as the limitations of students' music learning in response to the localization of 
Taiwanese music in the school curriculum. Ho indicated that the introduction of local 
Taiwanese music in school was limited because music teachers were not provided with 
adequate instruction in their pre-service preparation programs. Not every music program 
contained courses in indigenous music or Chinese music education. Even if such courses 
were offered, the study of indigenous music was neither popular nor compulsory. Using 
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the curriculum ofNTNU as an example, Ho pointed out that the courses about Taiwanese 
local music and indigenous music were not included in the obligatory courses for the 
undergraduate music program, but were offered only as elective courses. 
Ho (2006) indicated that, due to the minimal support from higher education 
institutions for teacher preparation, a lack of available materials for teaching Taiwanese 
local music, and the insufficient integration of traditional Chinese and other global music, 
teachers were not able to deliver content knowledge in the classroom effectively. 
Consequently, students were taught only limited information about indigenous music. 
This caused the implementation of the new music curriculum to appear shallow and 
ineffective. 
Jou (2008) discussed the future of teacher preparation, claiming that in order to 
meet the requirements of integrated curriculum of the Grade 1-9 Curriculum, the contents 
of curriculum and teaching materials at teacher preparation programs should be revised. 
Taking Arts and Humanities as an example, Jou recommended that music faculties work 
with the faculties of other departments, such as education, literature, religion and arts, as 
a team to enhance the competencies of prospective teachers in teaching integrated 
curriculum. Jou encouraged teacher educators to recognize the challenges that the 
implementation of new curriculum had brought to the traditional teaching approaches. 
Jou stated that this seemed a crisis, but actually had been a crucial turning point for all 
teacher educators. This was because the new curriculum provided an opportunity for 
teacher education institutions to reexamine their teacher preparation programs and for 
teacher educators to rethink their professional development. Jou concluded that only 
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when teacher preparation met the requirements of the new system and effectively 
cooperated with the reform efforts would the effects of education reform be fulfilled. 
Summary 
Similar to the section of literature review in the United States, this review of 
literature has illustrated the problems and concerns in music teacher preparation 
programs in Taiwan. In addition, the literature provided practical suggestions and raised 
issues regarding the university curriculum for the improvement of music teacher 
preparation programs. More importantly, this section ofthe literature review has 
demonstrated that the present study is needed to examine the effectiveness of music 
teacher preparation regarding the new curriculum from the secondary school music 
teachers' perspectives. 
Research in Taiwanese Music Teacher Implementation of the Grade 1-9 
Curriculum in the Field of Arts and Humanities 
Even though the music teacher education environments in the United States and in 
Taiwan are quite different from each other, 14 research findings in these two countries are 
nevertheless comparable to at least some extent. Conway (2002), speaking only of the 
United States, reported that beginning music teachers felt a lack of strategies in teaching 
general music, and this finding was consistent with the data collected by Wu (2002). Wu 
14 Regarding the issues of music teacher preparation, the differences between the United 
States and Taiwan are that music departments in Taiwan do not provide undergraduate music 
education program, and there is no national curriculum for universities. According to Article 24 
of Enforcement Rules of the University Act, universities shall plan the curriculum according to 
their features of development, which shall be approved by related university-level meetings 
before implementation and shall be reviewed or amended regularly. For more information, visit 
http://english.moe.gov.tw/content.asp?Cultem=8175. 
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surveyed 210 randomly selected junior high school music teachers in Taiwan regarding 
their needs for implementing the Arts and Humanities of the Grade 1-9 Curriculum. 
Utilizing interviews and survey research methodology, Wu revealed that both 
experienced and beginning Taiwanese music teachers lacked fundamental knowledge and 
skills for the Arts and Humanities effort, such as the subject knowledge and proficiency 
in teaching an integrated curriculum, and in developing curriculum. Wu pointed out that 
music teachers needed to strengthen their competencies in teaching integrated curriculum 
and reinforce the proficiency of the content knowledge of Arts and Humanities field. Wu 
suggested that music teacher education programs provide adequate training for 
prospective music teachers and offer professional development focusing on integrated 
curriculum planning for in-service music teachers. This research demonstrated that the 
effectiveness of pre-service music teacher preparation had a great impact on the success 
of implementing the new system, which was a critical issue that needed to be taken 
seriously. 
Immediately after the new curriculum was implemented nationwide, Juang (2001) 
conducted a case study at Chashanjunior high school in Taipei city to examine the efforts 
at implementing the Grade 1-9 Curriculum in the Arts and Humanities field. This school 
had joined the trial implementation of the Grade 1-9 Curriculum in the field of Arts and 
Humanities in 1999 prior to the nationwide implementation of the new curriculum. 
Interviews and observations were used to collect data. Juang found that the number of 
licensed performing arts teachers was severely insufficient, and this resulted in music 
teachers having to teach both music and performing arts. Results also revealed that the 
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instructional approach of each discipline remained as it was instructed, separate, rather 
than being integrated. Juang suggested: (a) instead of rushing to implement new 
curriculum, educational administrations should plan soundly and provide thorough 
guidance of curriculum reform beforehand; (b) more licensed performing arts teachers 
needed to be nurtured; (c) the competencies of music teachers regarding strategies of 
teaching and designing integrated curriculum should be reinforced; and (d) it is very 
important to encourage further research regarding the efforts of nationwide 
implementation of integrated curriculum in Arts and Humanities field. 
Lin (2003) investigated the efforts to implement the new music curriculum, issues 
regarding professional development of music teachers, and administrative support for 
music teachers. The study was conducted at the elementary schools in Nantou County in 
Taiwan. A questionnaire regarding administrative support was sent to 39 administrators. 
Another questionnaire regarding the perceptions of music teachers regarding the 
implementation of new music curriculum in terms of Arts and Humanities was sent to 
163 randomly selected music teachers in Nantou County. In addition, 63 music classes 
were observed, and the teachers were interviewed. The study results, similar to those of 
Wu (2002), showed that the insufficient professional knowledge music teachers had 
about designing integrated curriculum was the greatest factor impairing their 
implementation of the new music curriculum. Data analysis demonstrated that 60% of 
music teachers felt they lacked experiences to teach the new music curriculum and had 
difficulties planning their curriculum. Moreover, 74% of music teachers believed that 
they were not being effective in teaching integrated curriculum, and that this was due to 
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their lack of professional skills. Lin's study, as well as that of Juang (2001), both 
demonstrated that the competencies of music teachers were closely correlated with their 
effectiveness when implementing the new system. This once again indicates that issues 
regarding the effectiveness of teacher preparation should not be overlooked. 
Liang (2005) examined the beliefs of junior high school music teachers in 
Kaohsiung County regarding the Arts and Humanities field, and found insufficiency of 
instruction for implementation of the integrated curriculum. Using a questionnaire, Liang 
explored the beliefs of music teachers (N=136) regarding instructional strategy, 
instructional assessment, and in-service training. Results demonstrated that music 
teachers generally agreed on the changes made by the Taiwanese education reform 
movement. However, music teachers also indicated that more training about instructional 
methods regarding integrated curriculum were needed. They said that opportunities for 
in-service professional development should be increased to develop the competencies of 
music teachers and their skills for teaching integrated curriculum in the field of Arts and 
Humanities. Liang's study, along with that of Lin (2003) and Juang (2001), collectively 
suggested that there is an urgent need to examine the effectiveness of music teacher 
preparation regarding the field of Arts and Humanities of the Grade 1-9 Curriculum. 
Hung (2004) conducted a study in Taichung County to investigate the dilemmas 
that the local junior high school music teachers encountered regarding the 
implementation of Arts and Humanities of the Grade 1-9 Curriculum. The questionnaire 
was sent to 72 randomly selected music teachers in 49 junior high schools. Research 
results showed that the greatest challenge and frustration experienced by the music 
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teachers regarding teaching integrated curriculum was that they had to teach the 
unfamiliar areas of performing arts subject, such as dance and theater. Findings also 
demonstrated that the music teachers thought the schools should have performing arts 
teachers teach performing arts subject rather than have the music teachers teach this 
subject. Accordingly, Hung recommended that teacher preparation programs consider 
revising the university curriculum to adequately prepare the competencies of prospective 
music teachers regarding the new curriculum. Hung also recommended that in-service 
programs or workshops provide effective professional development opportunities for in-
service music teachers by covering both theoretical and practical aspects of instructional 
strategies. This study indicated that examining the university curriculum is important 
because it is closely related to the competencies of music teachers regarding the Grade 1-
9 Curriculum. 
From a sociological perspective, Chang (2008) discussed the influence of social 
diversification on the field of Arts and Humanities under the current situation in Taiwan, 
and also explored the future trends in arts and humanities education. Through data 
arrangement and data analysis, Chang offered several recommendations regarding the 
future of Grade 1-9 Curriculum in terms of Arts and Humanities field. These 
recommendations were: (a) teachers should strengthen their competencies for teaching 
integrated curriculum; (b) schools should assign appropriate tasks to teachers according 
to their proficiency; (c) arts and humanities instruction should combine aspects of culture 
and life; (d) teachers must be familiar with the essence of different kinds of arts, music 
and performing arts; (e) teachers in the field of Arts and Humanities must be able to 
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apply information technology into the classroom; (f) teachers must have the concepts of 
knowledge management and marketing in this field; and (g) teachers must establish a 
global perspective and deliver this global view into every classroom. 
Lin (2011) investigated the attitudes of music student teachers regarding the New 
Enactment of Teacher Education Law, 15 as well as job satisfaction and problems of 
educational practice the law. Questionnaires were distributed to student teachers who 
graduated from nine different music departments in 2007 or 2008. The findings showed 
that music student teachers demonstrated negative attitudes toward the teaching practices 
ofthe New Enactment ofTeacher Education Law, and their overall level of job 
satisfaction with teaching practice was "moderate." Regarding the job problems of the 
teaching practice of student teachers, the findings showed that: (a) more than 50% of 
music student teachers had difficulties applying theory to practice; (b) more than 60% of 
music student teachers had difficulties dealing with disruptive students; (c) about 30% of 
music student teachers felt confused dealing with administrative issues; (d) 40% of music 
student teachers had no problems with workshop activities; (e) nearly 70% of music 
student teachers worried about decreasing job opportunities in the elementary schools; (f) 
60% of music student teachers had difficulties designing integrated curriculum in Arts 
and Humanities for meeting the needs of a wide variety of students and their interests; 
and (g) nearly 40% of music student teachers who instructed school music ensembles had 
difficulties with scheduling practice. 
15 Published in 2004, the New Enactment of Teacher Education Law is an amendment to 
the Teacher Education Law, which shortens the period of teaching practice from one year to a 
half of a year. For more information on obtaining material, see http://english.moe.gov.tw/ct.asp? 
xltem=7119&ctNode =783&mp= 1. 
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Lin (2007) conducted this study six years after the implementation of Grade 1-9 
Curriculum. Issues related to teacher difficulties in designing integrated curriculum had 
supposedly been resolved well before this time. However, Lin's study results showed that 
more than half of the student teachers from nine different music departments still had 
difficulties with designing integrated curriculum. This indicates that the effectiveness of 
music teacher preparation regarding Arts and Humanities field needs to be reexamined, 
and more research into these areas is still urgently needed. 
Summary 
The studies reviewed in this section represented the scope of research about 
Taiwanese music teachers implementing the Grade 1-9 Curriculum in the field of Arts 
and Humanities. The topics of these studies included the competencies of music teachers 
and the challenges faced by them regarding teaching integrated curriculum, music 
teachers' attitudes toward the implementation of Grade 1-9 Curriculum, and the future of 
arts and humanities education. However, because most of these studies were limited to a 
particular location (e.g. Taipei, Taichung, Nantou, and Kaohsiung 16), the results ofthese 
studies presented only some aspects of the situation, rather than a coherent image of 
implementation ofthe Grade 1-9 Curriculum in terms of Arts and Humanities. Even so, 
the literature reviewed in this section demonstrated that a comprehensive and systematic 
investigation regarding the nationwide implementation of the Grade 1-9 Curriculum in 
the field of Arts and Humanities is imperative in order to provide assistance for education 
reform in Taiwan. 
16 There are three municipalities (Taipei, Taichung, and Kaohsiung) and 12 counties in 
Taiwan. 
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Chapter Summary 
This chapter has reviewed: (a) international research on teacher education; (b) 
research on the effectiveness of teacher education in the United States; (c) research on the 
significance of music teacher education in the United States; (d) research on the 
effectiveness of music teacher education in Taiwan; and (e) research in Taiwanese music 
teacher implementation ofthe Grade 1-9 Curriculum in the field of Arts and Humanities. 
Issues regarding the difficulties encountered by beginning teachers in diverse 
parts ofthe world were quite similar, including reality shock, classroom management, job 
satisfaction, lack of teaching methods, and follow-up support. In addition, the 
effectiveness of teacher preparation was internationally recognized as an important issue 
for ensuring effective teachers in every classroom. Finally, this literature review 
demonstrated that the voices of beginning teachers must be heard in order to guide 
teacher educators in fully preparing new teachers for effective early-career teaching. 
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CHAPTER3 
RESEARCH DESIGN AND METHODOLOGY 
The purpose of this study was to investigate the perceptions of beginning music 
teachers regarding the effectiveness of their music teacher preparation program at NTNU. 
This study addressed the following three questions: 
1. What are the perceptions of the beginning music teachers regarding the most 
and least valuable components of their teacher preparation, in terms of the Arts 
and Humanities focus ofthe Grade 1-9 Curriculum? 
2. What do beginning teachers wish they had learned in music teacher preparation 
program that would have helped them to implement this new curriculum more 
effectively? 
3. What suggestions do beginning teachers have for the music teacher preparation 
program at NTNU? 
Research Design 
This study used a survey method by mailing a questionnaire to each participant. 
According to Shaughnessy, Zechmeister, and Jeanne (2011), survey research is often 
used to assess thoughts, opinions, and feelings. The desire to understand the feelings and 
perceptions of teachers related to their teacher preparation program led to this researcher 
to choose a survey approach to the study design. Rea and Parker (2005) stated "Surveys 
have broad appeal, particularly in democratic cultures, because they are perceived as a 
reflection of the attitudes, preferences and opinions of the very people from who the 
society's policymakers derive their mandate" (p. 3). 
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"Survey research involves soliciting self-reported verbal information from people 
about themselves" (Rea & Parker, 2005, p. 4). The researcher hoped that by presenting 
the voices of beginning music teachers, the designers of the music teacher education 
program at NTNU would be able to recognize the strengths and weakness of the program. 
It was also hoped that this would enable the program designers to use information about 
prospective teachers' attitudes and their feelings about their own proficiency to enhance 
the curriculum of the Arts and Humanities field. 
For the following reasons, a mail-out questionnaire was employed as the main 
instrumentation: 
• Convenience: The questionnaire could be completed at the respondent's 
convenience. This is an important factor, for each teacher's class schedule is 
different. Most of the time music teachers stay in the music classroom, where may 
not have access to computer. With the paper-and-pencil questionnaire, the 
respondent can answer the questions at any time or place as may be convenient 
for them. 
• Ample time: The respondent has virtually no time constraints. Since the survey 
questions required respondents to recall their teacher preparation, it was important 
to allow sufficient time for the respondents to reflect on their past experiences, 
consult their personal records, and construction to answers carefully and 
thoroughly. 
• Anonymity: Since the survey is taken anonymously, the respondent may feel free 
to answer candidly and without self-consciousness. 
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• Complexity: Mail-out questions can be longer and more complex than telephone 
questions. 
• Reduced interviewer-induced bias: The mail-out questionnaire exposed all 
respondents to precisely the same wording on questions. This is to prevent that 
opinion or prejudice on the part of an interviewer displayed during the interview 
process affects the outcome of the interview. (Rea & Parker, 2005, p. 9) 
Population and Sampling 
The population from which the sample was taken was restricted to graduates of 
the music department ofNTNU from 2006, 2007, and 2008. The overall population size 
of participants was 188. Of 188 graduates, 61 were from the class of2006, 61were from 
the class of2007, and 66 were from 2008. There were nine international graduates who 
were excluded from this study, two from 2006, five from 2007 and two from 2008. 
International graduates who did not possess Taiwanese citizenship were not included in 
the study. This was because the Taiwanese teacher preparation policy only permits 
Taiwanese citizens to apply for examinations regarding teacher qualification 
assessment. 17 A convenience sampling technique was employed whereby participants 
were selected because of geographical proximity, easy accessibility and the willingness to 
volunteer (Dornyei, 2007). Only graduates ofNTNU with three or fewer years of 
teaching experiences were included in the sample. 
17 According to Article 3 of"Regulations for Teacher Qualification Assessment from 
Kindergarten to Senior High School": ROC citizens who have completed the required pre-service 
teacher education program in universities and received a Certificate of Successful Completion 
shall take the Examination according to the category specified on the Certificate. For more 
detailed information, go to http://english.moe.gov.tw/content.asp?Cultem=l1665. 
58 
The rationale of choosing NTNU as the subject of the study was that NTNU is 
one of the first universities18 to provide the teacher preparation programs in Taiwan. 
Compared to other newly approved teacher preparation programs, teacher educators at 
NTNU have more experiences in developing competencies of prospective teachers. With 
its rich experience in preparing prospective teachers in multiple fields, NTNU is 
distinguished as a leading university in the nurturing of middle schoolteachers and its 
teacher preparation program is recognized as "the cradle of nurturing teachers" (The 
university web, para. 3). Its music program is widely acknowledged as being the fmest in 
the country. Only students who have achieved the highest scores are admitted to the 
music program ofNTNU. 19 
NTNU is also one of the most elite institutions of higher education. It has been 
receiving government funding since 2006. NTNU established Center for Research on 
Educational Evaluation and Development (CREED) for improving and developing 
educational programs.20 Quoting the words of a former principal ofNational Taiwan 
University,21 Yang (2002) stated "The key to the success ofNational Taiwan University 
18 The other two are, National Changhua Normal University and National Kaohsiung 
Normal University. 
19 For example, from 2006-2008, piano majors had to have had scores of 322.24, 313.92 
and 313.27, respectively, to be accepted by NTNU. This was in contrast to other universities, 
such as National Kaohsiung Normal University (NKNU), where scores for piano majors only 
needed to be 316.98, 302.26, and 297.70, respectively. The information for all universities' 
entrance requirements can be found on following websites: www.uac.edu.tw/97data/97 _ 02.pdf, 
www.uac.edu.tw/98data/98 _ 02.pdf, and www.uac.edu.tw/99data/99 _ 02.pdf. 
2° For more information, go to http://140.113.40.88/edutop/index_3.php. 
21 National Taiwan University (NTU) is a top-ranked university in Taiwan. It was ranked 
87 in the 2011 QS World University Rankings, 154 in the 2011-2012 Times Higher Education 
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lies in the effectiveness of pre-service teacher preparation at National Taiwan Normal 
University" (para.2). Junior high school music teachers were selected as subject of the 
study because NTNU graduates most often teach in the junior high school. 
Instrument 
A mail-out questionnaire was used as the main instrument for data collection. The 
questionnaire incorporated changes as a result of its use in the pilot study. In the pilot 
study, the questionnaire did not include questions about the backgrounds of the 
participants, such as the year of graduation year or if they currently held a teaching 
position. In addition, the survey questions of the first pilot study simply investigated the 
general opinions of the graduates about the most and least valuable parts of their pre-
service teacher preparation at NTNU. These survey questions did not ask about their 
experiences of implementing the reformed Arts and Humanities curriculum. 
To obtain more specific information regarding backgrounds of the participants 
and their teaching situations, the questionnaire for this study was divided into two 
sections: (a) background information, and (b) program questions. The background 
information included demographic items concerning the participant's gender, major and 
minor instrument concentrations, year of graduation, educational credits taken, teaching 
status, years of experience, current teaching assignment, subjects taught, and classes of 
the subject(s) taught. In order to determine the validity of responses for the second part, 
the questionnaire was designed to identify whether the participant was currently in a 
World University Rankings, and placed among the top 101-150 in the 2011 Academic Ranking of 
World Universities. For more detailed information, go to http://en.wikipedia.org/wiki/National_ 
Taiwan_ University. 
60 
teaching position. Participants without teaching experiences were not asked to complete 
the entire questionnaire. 
Following the demographic questions were questions about the program, which 
were open-ended. These open-ended questions were intended to obtain information about 
the perceptions of the participants in their own words. Open-ended questions began with 
words such as "why" and "how?" They were technically not questions, but statements 
which implicitly asked for a response. The questions included items about the 
respondents' perceptions regarding the most and least valuable components of their 
undergraduate training, and the skills/knowledge/theories the respondents wished they 
had learned about in order to be better prepared for entering the classroom. These 
questions also included recommendations from the respondents for improving the music 
teacher preparation program at NTNU. Since the open-ended questions allowed the 
respondents to answer the items without restraint, there were no limits regarding the 
number of the components the respondents considered the most valuable and the least 
valuable. There were also no limits on the number of components the respondents could 
say they wished they had been taught in the pre-service program, nor upon the number of 
suggestions could they offer for improving the program. An ordinal scale was used to 
measure the participants' levels of satisfaction with their music teacher preparation 
regarding the Grade 1-9 Curriculum. This was done because ordinal scales can be used to 
indicate that "people differ in the amount of something they possess" (Carlson & 
Winquist, 2013, p.lO). 
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Data Collection and Procedures 
Approval was requested and granted from the Institutional Review Board (IRB) at 
Boston University to conduct the study as described above. The data collection process 
began with a letter being given to each prospective participant explaining the purpose of 
this study. Questionnaires were mailed to all NTNU graduates from the years 2006, 2007, 
and 2008. The mailing contained prepaid envelopes for the participants to return their 
information to the researcher. Following the collection and classifications of the initial 
returns, follow-up messages were sent to those not responding within two months. Phone 
calls were made to confirm their agreement to participate, before sending the follow-up 
messages. Participants who did not respond to the questionnaire within two months and 
could not be reached by phone calls were not included in the study. The total number of 
the surveys sent out was 188, and 129 (68.62%) participants responded to the study. 
Data Analysis 
Data were disaggregated and examined from two perspectives. First, descriptive 
statistics were employed to summarize the data in the frrst section (background 
information). The Statistical Package for the Social Sciences (SPSS) was used to enter all 
data that was collected for this study. The second part (program questions) consisted 
primarily of open-ended questions. Responses to the open-ended questions in the second 
section were analyzed by identifying the common themes. Not all participants had 
teaching experiences. Responses from those participants without teaching experiences 
were not included in the study. Only respondents who were currently teaching at the time 
of data collection, or who had previously taught in a school were included. The valid 
responses were grouped together based upon the most common themes. Themes that 
emerged from the responses are recorded and reported in Chapter 4. 
Summary 
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This study was designed to explore the perceptions of first to third year beginning 
music teachers ofNational Taiwan Normal University regarding the effectiveness of their 
teacher preparation in the field of Arts and Humanities of the Grade 1-9 Curriculum. 
Participants were selected using the convenience sampling technique and included the 
NTNU graduates of classes of 2006, 2007 and 2008. The research design employed a 
survey. A mailed questionnaire was the primary instrument used to collect data. Data 
analysis included using descriptive statistics to summarize the data in the first section of 
the questionnaire (background information). All of the open-ended questions in the 
second section were analyzed by identifying the common themes that emerged from the 
responses. The results based on the findings are presented in Chapter 4. 
CHAPTER4 
RESULTS 
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The purpose of this study was to examine the effectiveness ofthe music teacher 
preparation program at NTNU from the perspective of its graduates. Through this study I 
sought to identify which components of professional training helped the beginning music 
teachers the most, as well as to recognize the nature of connection between pre-service 
and full-time teaching. I also sought to identify the knowledge, skills and theories these 
beginning teachers wished they had been taught in the teacher preparation program that 
would have enabled them to teach the integrated curriculum more effectively. Finally, I 
gathered beginning music teachers' recommendations in the hope of raising awareness of 
the issues regarding the effectiveness of teacher preparation in the field of Arts and 
Humanities in the Grade 1-9 Curriculum. A total of 188 questionnaires sent out to NTNU 
graduates from the classes of2006, 2007, and 2008. Of these, 129 (68.62%) participants 
responded to the questionnaire. Of the 129 respondents, 11 (8.53%) were male, and 118 
(91.47%) were female. A total of27 respondents reported that they had teaching 
experiences. Therefore, only these 27 respondents were included in the sample for the 
data analysis of the second section of the questionnaire. 
Background Information of the Participants 
Information gathered regarding the background of participants included data 
about their gender, major and minor instrument concentrations, and year of graduation. 
The participants also reported whether they took teacher education courses at university, 
if they were currently in a teaching position, their number of years of experience, subject 
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area taught, and learning periods of the subject they taught in a week. 
Major Instruments 
Regarding the major instrument, 46 of 129 (35.66%) respondents were piano 
majors, 3 7 (28.68%) majored in a string instrument, 17 (13 .17%) majored in a woodwind 
instrument, 15 (11.63%) were vocal majors, 10 (7.75%) were composition majors, two 
(1.55%) were percussion majors, and two (1.55%) respondents majored in a Chinese 
traditional instrument. Regarding minors, 83 (64.34%) respondents of 129 minored in 
piano, 24 (18.60%) minored in string instruments, 12 (9.30%) minored in woodwind 
instruments, six (4.65%) minored in voice, and four (3.10%) minored in composition. In 
relation to year of graduation, 45 of 129 (34.88%) respondents were graduates of2008, 
38 (29.46%) were graduates of2007 and 46 (35.66%) were graduates of2006. 
Education Coursework 
The teacher education courses are the teacher preparation courses. These include 
regular, specialized, education professional courses, and education practical training 
courses. Of the 129 respondents, 69 (53.49%) took the teacher education courses and 60 
(46.51 %) did not.22 Only the 69 participants who had taken education courses were 
included in the analysis. Ofthese 69 participants, 27 (39.13%) had experiences in 
teaching Arts and Humanities?3 Other 42 (60.86%) participants had taken the teacher 
22 According to the Teacher Education Law, students who do not wish to be teachers do 
not have to take teacher education courses. 
23 The reports of teaching experiences regarding Arts and Humanities indicate that 
teachers do follow the Guidelines of Grade 1-9 Curriculum when implementing integrated 
curriculum. Generally, music teachers will be required to teach both music and performing arts. 
However, because the administrative system varies from school to school, some music teachers 
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education courses in the program, but reported having no teaching experiences. Among 
the 27 who reported having teaching experiences, 23 were still teaching, while four other 
teachers reported that they had previously taught Arts and Humanities, but had now left 
the profession. 
Professional Positions 
Table 1 displays the information reported by the participants regarding their 
subject area assignments and the grade levels taught. 
Table 1 
Professional Information of Participants 
(Grade level, subject area, and classes of subjects taught) 
Variable 
Grade Level Taught 
(N=27, including 4 who had left the profession) 
Grade 7 
Grade 7 & 8 
Grade 7, 8 & 9 (two had left the profession) 
Grade 7, 8, 9 & 10 (one had left the profession) 
Grade 7, 8, 9 & 11 
Grade 7 & 9 (one had left the profession) 
Grade 8 & 9 
Grade 8, 9 & 10 
Grade 8, 9, 10 & 11 
Grade 9 
Subject Area (N=27) 
Music 
Visual Arts 
Performing Arts 
Music & Performing Arts 
Music, Visual Arts & Performing Arts 
n 
3 
1 
11 
1 
1 
4 
1 
1 
2 
2 
14 
0 
0 
12 
1 
11.11 
3.70 
40.74 
3.70 
3.70 
14.81 
3.70 
3.70 
7.41 
7.41 
51.85 
0 
0 
44.44 
3.70 
may only be assigned to teach music. Nonetheless, even they only teach music, teachers still have 
to relate performing arts into their lesson plans. 
Variable 
Classes ofthe Subject(s) Taught 
Music (N=14) 
1-5 
6-10 
11-15 
16-20 
21-25 
Music & Performing Arts (N=12) 
Music Performing Arts 
1-5 6-10 
6-10 0-5 
11-15 0-5 
16-20 0-5 
Music, Visual Arts & Performing Arts (N=1) 
Music Visual Arts Performing Arts 
11-15 0-5 0-5 
n 
0 
1 
3 
6 
4 
3 
2 
3 
4 
1 
% 
0 
7.14 
21.43 
42.86 
28.57 
25 
16.67 
25 
33.33 
100 
Note. The teacher who teaches three subjects reported having 14 classes of music, two 
classes of visual arts, and two classes of performing arts per week. 
The Overabundance of Certified Teachers 
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Of the 69 respondents who took the teacher education courses, only 27 (3 9.13%) 
had been able to secure teaching positions. This is due to the overabundance of certified 
teachers. Since the Ministry of Education removed the exclusive authority of preparing 
schoolteachers from normal school systems and extended this right to any other 
universities that received government approval to do so, a much greater number of 
teachers have been certified each year. According to the Yearbook of Teacher Education 
Statistics 2010 (see appendices A and B), published by the Ministry of Education, 
163,409 teachers were certified between 1994 and 2010. Ofthis number, 86,804 were 
official, full-time teachers. Another 15,977 were employed as substitute teachers. There 
were an additional60,628 who were reserve certified teachers. The overall employment 
rate (including substitute teachers) was 62.90%. 
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The Yearbook ofTeacher Education Statistics 2010 demonstrates that the years 
between 2001 and 2006 represented the peak period of certification. Within these six 
years, 103,754 out of 163,409 (63.49%) were certified as qualified teachers. While the 
number of certified teachers increased rapidly during this period, in contrast, the 
employment rate continued to decrease. The only exception was in 2006, when it 
modestly increased. Nonetheless, even though the employment rate for teachers briefly 
increased by 2.61% in 2006 (52.73%) from the previous year (50.12%), it immediately 
dropped by 5.32% to 47.41% the following year (2007). The statistics indicated that the 
Ministry of Education controlled the quantity of certified teachers since 2007. However, 
the issue of an overabundance of qualified teachers in Taiwan has persisted. This problem 
is particularly severe in the music teaching field. The overabundance of music teachers 
has made it even more difficult for qualified music teachers to find a job than it is for 
teachers in other subject areas. This problem is especially acute because the demand for 
teachers in the Arts and Humanities field has never been as great as in other fields such as 
Chinese, English, or mathematics. The Yearbook of Teacher Education Statistics 2010 
reported that in 2010, only 3% number of certified Chinese teachers (including new and 
reserve certified teachers) were able to obtain a full-time job in public junior high school. 
For English teachers, 2.19% of were able to find jobs, and 2.84% of mathematics teachers 
were able to do so. In contrast, in the Arts and Humanities field, 788 certified music 
teachers (including new and reserve certified teachers) were competing for only 8 job 
openings. Therefore, only 1.02% ofthem were able to obtain full-time employment 
during 2010 (p. 279). The fact that only a small number of full-time teaching 
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opportunities were available for a much greater number of qualified teachers resulted in 
many certified teachers either becoming reserve teachers or remaining unemployed. 
Since 2005, the number of reserve teachers has always been greater than the number of 
full-time teachers (see appendix B). 
Responses to Open-Ended Questions 
Question 1. Now that you have been teaching for one/two/three years, to what 
extent do you feel the knowledge and skills you have received in the university are 
applicable in your teaching Arts and Humanities of Grade 1-9 Curriculum? 
There were 21 (77. 78%) teachers who reported that the knowledge and skills 
learned in the program assisted them in teaching Arts and Humanities in general. In 
addition, six (22.22%) teachers expressed that the program helped them enter the music 
classroom easily. 
1-1 What aspects of teaching are different from what you expected based on 
what you learned as an undergraduate in the preparation program? 
The respondents reported various unexpected challenges upon their entry into the 
teaching profession. Four themes emerged from their responses. Reality shock and lack 
of teaching methodology were the two most frequently mentioned issues. In addition, 
participants reported that they were surprised by the students' divergent levels of 
knowledge of music and performing arts subjects and were frustrated with the mismatch 
of performance skills. 
Classroom reality. Nearly half of the participants reported that they felt 
overwhelmed and frustrated when entering a real music classroom for the first time. 
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These beginning music teachers expected to be teaching in lively but well-disciplined 
classrooms full of students interested in music and eager to learn about it. However, what 
they were actually confronted with was the situation in which music was not considered 
part of the core curriculum and the students did not take it seriously. The students 
frequently viewed their music class as an opportunity to relax and a period during which 
no work or focused attention was expected of them. One frustrated music teacher wrote 
this commentary: 
Some students brought their homework to my music class, some brought the 
magazines or novels, and some just couldn't stop talking. The most frustrating 
thing was student apathy. They don't listen to my instruction; some of them even 
don't bring alto recorder to the class. If you ask them to, they will answer you that 
learning alto recorder is useless to the future either in the application for high 
school or later in fmding jobs. 
One teacher described having to deal with unexpected difficulties of this type 
when they happened in her music class. She wrote: 
What I learned in the program about teaching is based upon an ideal classroom. 
However, in fact, the real classroom is not like that at all. Sometimes I have to 
spend half of the class time dealing with disruptive students. Sometimes I am 
confronted with a whole class that is uncooperative. Teenagers are not like 
elementary school kids. They are watching. If you cannot handle the class on the 
first day of school, then the rest of the semester you won't be able to teach 
because they think you are weak and won't listen to you anymore. 
Some beginning music teachers who were assigned to teach performing arts 
addressed the difficulties of teaching this subject. They reported that managing the 
uncooperative behaviors of teenagers made teaching performing arts an arduous task. 
One teacher shared this experience: 
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I took dance classes while studying in the pre-service program, but then I realized 
it's impossible to ask my students to do what I have done in the university 
classroom. Moving seems to be a huge task for them. Only a few students love to 
dace and dare to show themselves. Most of them would rather stand there 
watching their classmates perform, but they never even consider dancing in front 
of their classmates. This is especially true of the girls. Girls are so shy. One time I 
asked a girl to repeat the series of moves I had just done, and she just started 
crying. Suddenly, the whole classroom became quiet and all students stared at me. 
I was stunned and my mind went blank for several minutes. I had no idea how to 
respond. This was the worst experience I had during that first year. 
Insufficient teaching methodology. Most participants reported that they did not 
realize they lacked effective skills to teach music until they actually entered the 
classroom. These beginning music teachers reported that after teaching in the real 
classroom, they realized that the knowledge and skills received in the university were too 
academic and "too serious" for teenagers. Teachers reported that only a few teenagers 
were interested in classical music. Most teenagers talked about pop singers and listened 
to popular songs. Therefore, when introducing classical music, participants felt 
challenged by their own insufficient teaching skills and their lack of abilities to attract 
and maintain the attention of their students. One teacher reported a huge difference 
between teaching classical music and teaching popular music in her class: 
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I need methods to teach music appreciation. Whenever I play classical music, 
there are always several students who insist on talking instead of listening. When 
I give a lecture about classical music, nobody pays attention. However, when I 
play popular music, they all become excited, attentive, and more engaged. 
Several teachers reported difficulties related to explaining to students the 
knowledge or skills that they took for granted, even though they had completed the 
teacher education courses in their program. They had similar responses regarding the 
issues of teaching methodology: 
I don't know how to explain why one particular piece of music is a major key and 
another one is a minor key in a simple way they can understand. This is very 
difficult since only a few of them even know what a musical scale is. I told them 
to listen closely, and to feel the music. They try to do what I ask, but they still 
said that both songs sounded the same. 
I thought I was ready; but after I entered the music classroom, it was not like what 
I had anticipated. When I tried to teach them rhythm clapping, I did not know 
how to make them keep a steady pulse. 
I couldn't understand why some students can play [alto recorder] ascending scale 
but can't do descending. They can answer my questions correctly, but they just 
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can't connect recorder holes to the proper notes. Some boys didn't want to be 
laughed at, so eventually they refused to even bring alto recorders to the class. I 
want to help them, but I simply don't know how. In my life, I never have 
problems with that. 
I didn't anticipate that explaining a symphony could be so difficult. At the 
university, we were taught what a symphony should be and this was a very easy 
thing for me. However, when I tried to explain this to my students, I suddenly 
realized that I simply didn't know how. Finally, only after my colleagues and I 
brainstormed for many frustrating hours were we able to create an easier and 
more fun way teaching this topic. 
The divergent levels of student knowledge and skilL The Grade 1-9 Curriculum 
is a reformed system that aims to connect the curriculum from elementary to junior high 
school into a system of the unified learning areas. However, participants reported that 
they were surprised by the divergent levels of students' knowledge of the Arts and 
Humanities field. Teachers mentioned that each elementary student's experience in music 
class and performing arts class was quite different. Some students had a substantial 
amount of basic musical knowledge, but many others did not seem to know much of 
anything about music, lacking even a familiarity with note names or a rudimentary ability 
to read music staffs. One teacher reported that she had to review elementary level musical 
knowledge before she could even start her each simple music lesson. Another teacher 
offered the following explanation: 
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I am surprised that some students can't read music. They said their elementary 
school music teacher used only numbered musical notation?4 To make everyone 
understand what I am talking about, I have to teach from the beginning and 
review repeatedly. 
One other teacher who was trying to conduct performing arts lessons reported that 
many students had never even had a single performing experience. She offered this 
commentary: 
The quality of teachers is distributed unevenly in the elementary schools. This 
results in students' knowledge and skills regarding the Arts and Humanities field 
being very inconsistent. Some of my students are extraordinarily comfortable with 
performing in front of their classmates, but many others are extremely shy and 
timid. 
Mismatch of performance skills. A fmal difference that teachers did not expect 
was the mismatch of their performance skills as trained professional musicians in 
comparison to their needs as teachers. The participants described the many long hours 
they had spent practicing their major/minor instrument at the university, and naturally 
assumed this experience was going to be an essential component of their teaching career. 
However, after they had actually begun teaching, they soon came to realize that the 
teaching of general music did not require any of this advanced knowledge or professional 
skills at all. One teacher, whose major was a string instrument, offered the following 
24 The numbered musical notation is a notation system widely used among the Chinese 
people. Numbers 1-7 indicates C-B. A dot above or below a number raises or lowers the note an 
octave. For more detailed information, see "China, §II: History and theory" on Grove Music 
Online, http://www.oxfordmusiconline.com.ezproxy.bu.edu/subscriber/ 
expression of this issue: 
After I started teaching, my violin became "rusty." Most of what I had been 
painstakingly trained to do while at the university was not useful for teaching 
junior high school students. This is so frustrating. 
A piano-major teacher expressed the following: 
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I used to spend much time on practicing the masters' pieces. But now I realized 
that teaching teenagers required almost no professional musician skills at all. All 
the performance skills I had acquired during my training in the program seemed 
not to be necessary for teaching junior high school students. 
Another teacher responded to the question with frustration: 
I feel disappointed after I fmish a teaching session because I couldn't demonstrate 
my specialty. Every day, I have to deal with students' issues and prepare teaching 
materials. I love teaching, but if I had had known that the life of a teacher would 
be the way it actually is, I would have spent much more time doing fun and 
enjoyable activities rather than having stayed in the practice room all day. 
1-2 What specific parts or courses in your undergraduate training best 
prepared you to enter the classroom? Why were these components effective? 
Overwhelmingly, teachers reported that the student teaching experience was the 
most important and effective training they received for preparing them to enter the 
secondary music classroom. In addition, a course entitled Research in Music Teaching 
Materials and Methods was also reported as an important component that helped 
beginning teachers to survive in the music classroom. There were other items the 
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respondents described as important, but none were as important as student teaching and 
the Research in Music Teaching Materials and Methods course. The four most important 
factors, as reported by the participants, are described below. 
Student teaching. Many participants reported that student teaching was the most 
important activity that occurred during the pre-service program. Seventeen teachers 
(62.96%) reported that the practical teaching experiences of student teaching made them 
realize what the actual world of teaching might be like. They reported that they learned 
the most during this short period of time. A few examples of how this basic theme was 
expressed are provided below. For instance, one beginning music teacher said this: 
Student teaching provided an opportunity to teach in the "real" classroom, and 
that was the only chance to interact with students before I actually became a 
teacher. 
Another beginning teacher said it this way: 
I benefited greatly from student teaching. Student teaching allowed me to teach, 
to observe, and to talk with the schoolteacher, which was the real working 
experience, not the paper work. 
A third teacher described her experience like this: 
Student teaching offered me the experience to talk and stand in front of students. 
Therefore, after being in charge of a class, I was not scared or nervous. 
Yet another beginning teacher provided this report: 
Student teaching was the thing that I learned from and learned most, hands-on. It 
was better than having someone talk and tell you this is what it is going to be like. 
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Under the umbrella of student teaching, the role that the cooperating teacher had 
played was reported to be an important factor that reinforced the successful experiences 
of student teaching. The respondents reported that the feedback from their cooperating 
teacher was valuable, and greatly helped to prepare them to be a music teacher. They 
offered the following descriptions: 
Student teaching was like a tester of my job. I had chances to perform imperfectly 
and had chances to improve. The feedback and recommendations provided from 
my cooperating teacher prevented the repeat of poor performance after I entered 
the real classroom. 
I learned a great deal from student teaching. The cooperating teacher gave me 
suggestions and provided some teaching strategies, all of which were applicable 
during my first week as a formal full-time beginning music teacher. 
Student teaching was the most valuable feature of my training program. It was 
difficult, but the cooperating teacher was very helpful to me. She supervised my 
teaching and gave me suggestions that helped to prepare my teaching career. 
My student teaching was great. I received feedback from the cooperating teacher 
and that helped to improve my teaching. 
Research in Music Teaching Materials and Methods course. This was the 
course that was highly praised by many of beginning music teachers. Fifteen of the 
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participants (55.56%) made responses that indicated the information received from the 
course was extremely useful, and greatly helped them to survive in the real classroom. 
Samples of four such reports are provided below: 
The course "Research in Music Teaching Materials and Methods" was the one 
that best prepared me to enter the classroom successfully. Lesson plans created by 
brainstorming of the other students in the class were very applicable. I applied 
some ideas into my own classroom and developed the teaching materials from 
them. 
"Research in Music Teaching Materials and Methods." This course required us to 
create lesson plans collaboratively and reported on them to the rest of the class. 
The procedure provided us with diverse information regarding teaching. This 
whole process was very useful. After having become a formal music teacher, I 
still continued to review this information and incorporated many of the ideas and 
suggestions into my teaching methods and lesson plans. 
I learned how to design different styles of music curriculum and learned various 
music teaching methodologies from the course "Research in Music Teaching 
Materials and Methods." It helped me enter the real world of teaching more 
effectively than I otherwise would have. 
The "Research in Music Teaching Materials and Methods" course provided 
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various, multifaceted teaching styles and methods that I was able to apply in my 
own classroom. 
Several other participants confirmed the importance of this course based upon the 
instructor's beliefs, attitudes, professional knowledge, and activities in the class. 
In this course, the professor's teaching style was very inspiring and vivid, which 
eased my anxiety about going into the classroom. I was once very nervous, but 
after completing the course, I was no longer afraid to choose this occupation as 
my life career. 
I Love this course because the professor actually demonstrated teaching methods 
in the class, such as appreciation of music and pictures, and compared Taiwan's 
music textbooks with those of other countries. In addition, the professor's passion 
for teaching inspired me to be a teacher and strengthened confidence in my own 
teaching abilities. As a result, after teaching in the real music classroom, I was 
able to be patient with my teenage students. I actively worked to increase their 
attentiveness and motivation to learn music, even when they didn't pay attention 
or ignored my instructional efforts. 
This course was very impressive because of the hard work that the professor had 
done. He demonstrated how to teach general music in a way that could be 
accepted and understood by teenagers. That was very applicable when I entered 
my own classroom. 
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Applied music. The respondents offered high praise for a variety of courses that 
they felt had been useful to them. Among those courses, in addition to frequent mentions 
of Research in Music Teaching Materials and Methods, a course entitled Applied Music 
was also reported by several participants as being an effective and valuable course. The 
major of these respondents was voice (vocal music) and all of them were leading a choir 
at their school. The reason they considered their performance training useful was because 
they were able to apply their expertise directly to choral teaching. While most 
instrumental majors reported that the undergraduate training in their major was useless 
after they became a full-time music teacher, on the contrary, vocal music majors, had 
opportunities to apply what they had already mastered and to develop their own skills 
even further: 
My major [voice] helped me a lot. I was told to lead a choir on the first day of the 
school. Fortunately, I was able to handle this because that had been my specialty. 
Furthermore, when being interviewed for the teacher qualification examination, 
[because of my extensive vocal training] I was able to demonstrate my 
proficiency in this area, which helped me to get the job. 
My training as a [voice] major helped me coach the choir at my school. I was 
required to lead a choir. I am glad that I majored in voice because having done so 
made it easier to teach students how to sing. By teaching them singing, I found 
that my own singing skills also improved as well. This was because when I 
explained and demonstrated the correct way to sing, my singing skills were 
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reinforced. More importantly, I had many opportunities to practice, and singing 
always makes me feel happy. 
I would say my major [voice] training and "Conducting" were both useful 
courses. This was because I was able to apply singing strategies into choral 
teaching and was not afraid to do a demonstration [in front of my students]. 
Other courses. Student teaching and Research in Music Teaching Materials and 
Methods were not the only components that participants reported as have been important 
items which helped them successfully enter the classroom. Other courses, such as Music 
History, Conducting, Educational Psychology, and Music Psychology, were also 
mentioned as having been helpful and effective as well. 
The class "Music History" that I completed was also useful. The knowledge I 
acquired in that class helped me to teach music appreciation, and introduction of 
musicians and music characteristics in my classroom. 
"Conducting" was a valuable class too. I was required to lead a choir at my 
school. The skills I learned from having taken the "Conducting" class helped me a 
lot. 
"Educational Psychology" helped me understand teenagers' inner thoughts so I 
could quickly find a way to increase their level of attention, motivate them to 
learn music, and establish a positive learning atmosphere. 
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In addition to student teaching, "Educational Psychology" was another useful 
course for me. After taking "Educational Psychology," I had general ideas about 
what problems and behaviors might arise when working with adolescents. 
Additionally, the theories that the professor introduced in the class were the 
excellent references and sources for designing my lesson plans. 
I liked "Music Psychology." This course helped me understand music's impact on 
the inner mind of adolescents. 
Faculty effectiveness. Another issue regarding the effective parts/courses of the 
pre-service program at NTNU was proficiency of the professors. Participants reported 
that most courses were useful and helpful in general. However, it was the professors' 
teaching attitudes and actions, and their competence that contributed to the effectiveness 
of various components/courses in the pre-service teacher training program. One 
respondent explained: 
Actually, most courses were helpful to music teaching. It is primarily the 
professor, who played an important role in making the course effective or not. 
Some professors were very professional and very serious about the course they 
were teaching, but some didn't do their job very well. 
Question 2. What parts or courses seemed disconnected from the actual work 
that you are now doing? Why? 
The answers to this question were diverse. Some teachers criticized the courses 
for being unrelated to teaching at the secondary level. Some teachers reported frustration 
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over the fact that the performance skills they had spent so much time and effort to 
develop were not being applied in their work. Others replied that they did not think there 
were any specific parts/courses that were completely disconnected from the real teaching 
work. 
Teacher education courses. Many of the participants expressed disappointment 
about the teacher education courses they took in their training program. The course 
entitled Liberal Education was mentioned several times because many of the participants 
did not see it as being related to their real teaching experiences. The Liberal Education 
course at NTNU is a mandatory subject in the undergraduate curriculum. It provides 
students with multiple fields of study rather than with training in a specific profession. 
The course aims to nurture students' abilities of(a) communication and collaboration; (b) 
multicultural literacy and global perspective; (c) critical thinking and humanistic literacy; 
(d) aesthetics and taste; (e) scientific thinking and information literacy; (f) active 
exploration and lifelong learning; (g) innovative leadership and problem solving; and (h) 
social concern and citizenship practice.25 The following is a typical example of student 
criticism of this course: 
After I had been teaching for a while, I realized that "Liberal Education" was not 
useful because it didn't relate to what I was doing. Even so, we were required to 
take it because it was mandatory. 
Another beginning teacher expressed similar sentiments: 
25 Detailed information is available from the website of Center for General Education at 
NTNU. Retrieved April20, 2013 from http://www.ntnu.edu.tw/aa/aa5/cge/curicu1ummap/intro. 
htm 
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The class "Liberal Education" was completely disconnected from music teaching. 
It contained nothing that I could include into my classroom. 
Another respondent who only taught music complained that a course entitled Educational 
Administration was not connected to her teaching. She made the following comment: 
I took "Educational Administration" as one of the educational credits; it didn't 
have any relation to music teaching. Generally, junior high school music teachers 
seldom deal with administrative issues. 
Introduction to Music Librarianship was a course that participants agreed to be 
useful for self-improvement, but they did not view it as being connected to actual 
teaching experience. 
"Introduction to Music Librarianship" seemed to have no use or possible 
applications in my music class. I learned the knowledge from the course. 
However, honestly speaking, it didn't help me very much in teaching music. 
Petformance and theory training. The theme "performance and theory training" 
appeared for the second time because many participants felt frustrated about not being 
able to apply their performance skills in their professional life. Participants lamented that 
they had spent significant time on practicing their major instrument and developing 
professional knowledge, skills, and competencies in the musical performance field, but 
for no apparent purpose. For after having become a music teacher, virtually none of this 
skills, knowledge, or mastery seemed to have any relevance or application to their jobs. 
What follows includes several typical expressions of this theme: 
All the performance trainings I had in the program only helped me to become a 
musician, not a music educator. Ifl want to increase the students' level of 
attentiveness in my class, I have to invent other strategies on my own. 
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"Music Analysis" was a class I felt was completely disconnected from my work. 
Teaching general music did not require any of this advanced knowledge because 
none of my students had any interest in these matters, nor would any of them have 
understood what I was talking about if I had attempted to teach them this material. 
I took "Guitar" class, but it wasn't included in the [reformed] music curriculum. I 
felt disappointed because I spent a great deal of time on practicing the guitar. 
Neutral attitude. While most participants described the disconnections between 
undergraduate training and working experiences, a few respondents nevertheless reported 
that they did not think there was any particular part/course that was disconnected from 
their profession. These participants explained that all the courses they took in the 
university were helpful in at least some way. This perspective was evidenced in the 
following quotations: 
In fact, I couldn't say that any of courses were entirely disconnected from my 
actual working experiences. Although some of my courses are not being applied 
right now, they surely enhance an individual's competencies and knowledge, 
which definitely would have at least some impact on the person's teaching. 
I don't think there was any part/course in the program that was completely 
disconnected from my teaching. At least, they all have positive, even if subtle, 
influence on my morality and ethics. 
I think all the courses are related to teaching. It's just that you have to choose 
wisely from among the available course offerings, and select the ones most 
applicable to your future teaching career. This process requires a measure of 
discernment and good judgment. 
I really don't think I took any class that was unrelated to my job. They are all 
more or less helpful. Their value depends on how I incorporate them when I 
design my curriculum and lesson plans. 
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Question 3. According to the guidelines of Arts and Humanities, you are 
required to teach performing arts as well as music. Do you feel your undergraduate 
training balanced both of the subjects? Why? 
Regarding the responses to this question, three (11.11%) participants agreed that 
the pre-service program balanced both disciplines while 24 (88.89%) teachers did not feel 
that the undergraduate training program adequately balance the training for both of these 
subjects. Teachers had positive responses because they were able to apply what they had 
learned into their teaching. The following three teachers each offered their own 
explanations: 
The program offered several classes related to the performing arts field, which 
allowed us to make choices. The courses I chose helped me teach performing arts, 
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saving me much time that I otherwise would have had to spend creating materials 
by myself. 
Among teacher education courses provided by the university, I took "Stage 
Directing and Performance" and "Stage Design." The teacher was a professional 
stage actor. The information he offered made me understand and know more 
about performing arts. I also took "Opera Performance." This course was useful 
for the teaching of music and performing arts. 
Although the courses the program offered in the music field were much more than 
in the performing arts field, I still learned plenty of practical skills and 
information from these courses. The knowledge I received from these courses 
enabled me to teach the performing arts subject effectively. 
Most teachers responded to the question negatively because they felt the 
knowledge they had learned at the university was insufficient for teaching an integrated 
curriculum. Teachers stated that the ultimate goal of the pre-service training program at 
NTNU should be to nurture music teachers and music performers, not to create 
performing arts teachers. From this perspective the university curriculum for the pre-
service training program is not well designed. 
I found that courses regarding the performing arts field were too few. Basically, 
many parts of these two art forms were related. However, the program didn't 
make a good integration and connection of the two art forms. 
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The program is still focused on musical performance training. Even though you 
have completed all the teacher education courses, you still don't know how to 
teach the subjects in the field of Arts and Humanities. 
For me, it seemed that all the teacher education courses were designed to meet the 
requirements of Guidelines of"Arts and Humanities." These classes didn't help 
me very much. 
Some participants indicated that they did not think the program balanced the 
preparation of both music and performing arts teaching because they had to attend forums 
or fmd other resources and methods by themselves to obtain additional much-needed 
information about how to teach the integrated curriculum. What follows are a few typical 
responses of this type: 
Adding courses outside of the music field to meet the requirements of Arts and 
Humanities is not helping me in my current teaching situation. The arts are not 
meant to be individually separated. Although the [university] teacher related 
visual arts, dance and theater to each other in the class, much of the most 
necessary knowledge still had to be obtained from self-study outside the class. I 
had to go to forums and take some courses at other universities. 
It is very obvious that the program focuses on performance training more than 
[preparation for teaching] performing arts. In order to teach the performing arts 
subject more effectively, I have to go to professional development programs 
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outside of the university to learn more complete knowledge and skills. 
Courses related to be the performing arts are really few. They only offer dance 
composition, theater history and a few other courses. If you really want to teach 
the performing arts subject in depth, you have to look for other ways to improve 
your skills. 
Compared to what I had learned and what I am doing now, I felt body movement 
and theatrical facial expressions were not adequately emphasized. I have to work 
harder to teach the performing arts than I should. 
Question 4. To what extent, do you think your undergraduate training helps 
you understand the essence of Arts and Humanities? Please explain. 
According to the guidelines of Grade 1-9 Curriculum, students should be provided 
opportunities to explore life through art experiences and be able to appreciate the deeper 
forms ofbeauty.26 When asked about how well they felt their understanding of the 
essence of Arts and Humanities was, 14 of27 (51.85%) participants responded by saying 
they had only a low level of understanding, nine (33 .33%) said they felt they had a 
medium level of understanding, and four (14.81%) said they felt they had a high level of 
understanding of these matters. 
Responses of a low level of understanding Arts and Humanities. There were 14 
participants (51.85%) who said that their understanding ofthe essence of Arts and 
26 The guidelines of Arts and Humanities, retrieved May 1, 2013 from http://teach.eje.ed 
u. tw/ data/files/class _rules/literature. pdf 
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Humanities was low. The reasons given for this low level of understanding varied. The 
most common theme that emerged from the responses was the applicability of what they 
had learned to their classrooms. 
Teachers who reported not receiving enough information to facilitate their 
teaching had the following descriptions: 
We had a class centered on explaining the guidelines of Grade 1- 9 Curriculum as 
well as the requirements of the Arts and Humanities field. However, it was just 
oral description and presentation, and we only focused on information to be 
taught to junior high school students. We were not given information about what 
was supposed to be taught about Arts and Humanities in elementary schools, so 
we were unfamiliar with what the younger students were expected to know. As a 
result, when I taught grade 7, I had no ideas about what knowledge they had 
already been given, and, eventually, I had to review everything before starting my 
lecture. I feel like I only understand the three-year section of curriculum intended 
for junior high school students, not the entire nine-year curriculum. 
Ofthe essence of Arts and Humanities, I only had superficial understanding. I 
learned the basic ideas of integrated curriculum, which was what we had to do 
later in the actual teaching. However, for the deeper meanings, like why we were 
doing this, I didn't think I gained much information from the courses. 
Several participants stated that the program did not familiarize them with the 
integrated curriculum very well. They took the courses only because they were a required 
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component of the pre-service teacher education program, but were far from satisfied with 
the course. 
I didn't think that I gained much knowledge about Grade 1-9 Curriculum while 
studying at the university. All I knew was that if I didn't take the teacher 
education courses, I would not be qualified for attending the Teacher Recruitment 
Examination. 
Strictly speaking, the teacher education courses didn't help me understand the 
essence of Arts and Humanities in the Grade 1-9 Curriculum. It's just that I 
needed the educational credits so I took the courses. 
Other teachers thought their understanding of the curriculum was low because 
they were unable to understand the essence of Arts and Humanities until they had real 
teaching experiences: 
When completing the teacher education courses, I felt it was still very abstract. I 
couldn't comprehend what the Arts and Humanities field was doing until I entered 
the classroom. 
At school, we didn't deeply examine what the Arts and Humanities field is doing, 
so my understanding of the Grade 1-9 Curriculum was very vague. In fact, not 
until I prepared for the Teacher Recruitment Examination did I understand Arts 
and Humanities better. Most knowledge and information I acquired regarding this 
field came from self-study. 
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Responses of a medium level of understanding of Arts and Humanities. There 
were nine participants (33.33%) who considered their understanding of Arts and 
Humanities to be at a medium level. These were representative comments: 
I would say my understanding was at a medium level. This is because at least I 
learned the definition of curriculum integration and was able to connect my 
teaching with the life experiences of the students. 
The first time I heard the term Grade 1-9 Curriculum was when I was in the 
teacher education courses. I acquired the general concept of Arts and Humanities, 
and this was somewhat helpful to me. 
[I consider my understanding to be at a] Medium level. Because the program 
focused more on training musical performers than music teachers, there were not 
many courses related to Arts and Humanities. However, I did obtain the basic 
knowledge of the new system. It would be better if more teacher education 
courses regarding this field would be added. 
Responses of a high level of understanding of Arts and Humanities. Four 
participants (14.81%) said they felt they had a high level of understanding of Arts and 
Humanities. These teachers said that their pre-service program did an excellent job of 
providing the courses related to Grade 1-9 Curriculum in a way that reinforced their 
competencies in teaching the integrated curriculum. In addition, participants 
acknowledged the professors' contributions to the classes, which helped strengthen their 
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knowledge and skills. They offered the following positive responses: 
I think [my understanding is at] a high level. The program helped me understand 
the importance of curriculum integration. The teacher education courses provided 
by the program were very applicable and they were all related to the Grade 1-9 
Curriculum. 
[My understanding] Could be considered [to be] at a high level. After all, we 
learned the fundamental knowledge of music, visual arts (a little), and performing 
arts. And all the courses were practical, and contained material that I could apply 
to the teaching of my own students. 
What I had learned from the teacher education courses was very practical. The 
professor clearly interpreted the essence of the Grade 1-9 Curriculum and actually 
demonstrated the multifaceted teaching approaches. He focused on not only the 
integration of music, visual arts, and performing arts, but also the connection 
between the components. 
I give [my understanding] a high-level ranking. The program offered the courses 
related to Arts and Humanities for us to study. Although not every course was 
perfect, the courses at least covered the three disciplines sufficiently well that they 
enabled me to teach integrated curriculum. 
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Question 5. Relating to your teaching experiences, are there 
skills/knowledge/theories that you now need that you wish you had been taught in 
the pre-service program? Please describe, and explain why. 
Responses to this question were diverse. The answers were classified according to 
three categories: (a) skills, (b) knowledge, and (c) theories. Under the category of skills, 
the three themes that emerged were (a) teaching methodology, (b) classroom 
management, and (c) communication skills. The subthemes of teaching methodology 
included general music teaching methodology, and recorder/choir training and 
conducting methodology. The subthemes of communication skills were oral expression 
skills and people management skills. Under the category of knowledge aspect, the two 
themes that emerged were (a) knowledge of performing arts, and (b) music technology. 
Skills. Under this category, participants reported three issues: (a) teaching 
methodology, (b) classroom management, and (c) communication skills. Within these 
issues, teaching methodology was of greatest concern to the participants. From various 
responses regarding teaching methodology, two sub-items emerged: (a) general music 
teaching, and (b) recorder/choir training and conducting. 
Teaching methodology: 1. General music teaching. Most participants expressed 
passion about teaching music, but were limited in their ability to action on their 
enthusiasm by insufficient skills. They expressed the need for effective methods to ensure 
effective teaching, particularly general music education. What follows is a sample of their 
responses: 
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I wish I could have been taught how to introduce classical music to teenagers 
using an innovative approach. Teenagers have their own subcultures. They always 
want something new and novel. If I want them to appreciate the beauty of 
classical music, I need some practical strategies to get their attention. 
I wish I could have learned more practical methods regarding teaching general 
music. I need to know the simplest and clearest language for teaching junior high 
school students. I have never had general music classes because I had been 
enrolled in the music-training program since I was in elementary school. 
Therefore, I cannot understand the needs of general music students, which is the 
greatest problem in my teaching. 
I wish I could have been taught how to teach music in a creative way to increase 
students' interests in learning music. 
Teaching methodology: 2. Recorder/Choir training and conducting. More than 
six participants specifically stated that the skills they wished they had been taught at the 
university were how to teach and conduct recorder club/youth choir. These participants 
were required either to lead a recorder club or conduct a choir at school. They reported 
that although the teacher preparation program offered courses that addressed these areas 
(e.g. Conducting, Recorder, and Teaching of Choral Music), the skills they had learned 
were not sufficient, nor were the skills they did learn applicable for teaching secondary 
general music. 
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I wish I could have learned more methods about how to train a choir or recorder 
club. It is common that music teachers are required to lead a choir/recorder club at 
junior high school. However, it is very hard to teach a group of people to sing, 
especially when some students possess beautiful voices but have no singing skills. 
I took the "Recorder" course at the university. It taught me how to play the 
recorder, but did not teach me how to teach students to play the recorder. I had to 
train a recorder club at my school, and I knew very little about recorder teaching 
skills. I wish I could have learned more teaching methodology about this area. 
Since I am an instrumentalist, I need singing skills in order to direct a choir. I 
worked very hard, but still felt frustrated because it was very difficult to teach 
singing. Somehow, singing seems very abstract to many students. I guess they 
feel this way because the way we sing cannot be visualized. It can only be felt by 
self. I always have difficulties when I try to explain how the air is working within 
our body when we are singing. I wish I could have been taught singing skills and 
more practical approaches to conduct a choir. 
Classroom management. In addition to teaching methodology being urgently 
needed by the participants, classroom management was another issue that concerned most 
respondents. They reported that not enough courses regarding classroom management 
strategies were offered in the teacher preparation program. Teachers expressed that they 
felt unprepared to handle issues such as student discipline and establishing classroom 
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rules. They reported that the lack of strategies to respond immediately to challenging 
situations (such as students fighting) made them feel overwhelmed during their first year. 
One teacher described her frustrating experience during the first year: 
Classroom management is the most difficult aspect of teaching but the program 
didn't provide much information relating to this skill. My first-year teaching was 
a nightmare because I lost control of one of my classes and it became increasingly 
more difficult to regain that control. If I have had learned some better strategies 
before entering the classroom, I would have had a better life during my frrst year. 
Teachers also talked about the difficulties related to managing a classroom 
efficiently in the beginning. Although they eventually realized how to get middle school 
students' attention and demonstrate the authority of the teacher in the classroom, they 
wished they could have received training regarding this issue before entering the 
profession. 
I wish I had been taught the strategies and tools of classroom management. The 
first year was very difficult for me because I had to adjust myself for the 
transition from being a college student to being a professional teacher. I also had 
to learn how to make the classroom run smoothly. Teenagers like to challenge you. 
They like to test if you can handle their disruptive behaviors during the lecture. If 
you do, they will behave, at least in your class. But if you don't, then they will 
give you hard time. 
I wish I could have learned more classroom management strategies. Teaching 
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teenagers is not as easy as I had anticipated it would be. I had to earn their trust so 
that they would listen to me. This was especially true for those rebellious students. 
I also had to demonstrate my competency in dealing with the disruptive classroom 
behaviors so others wouldn't follow. Unfortunately, I didn't learn much about this 
kind of problem while studying in the undergraduate training program. 
Communication skills: 1. Oral expression skills. The last issue regarding skills 
that participants wished they had been taught in the preparation program was 
communication skills. Under this heading, oral expression skills and people management 
skills were the major topics that concerned the participants. They pointed out that oral 
expression was an important skill if one was to have a successful teaching career. One 
teacher explained: 
Oral expression skills. I think this skill is very important but the program didn't 
offer this kind of courses. Poor communication often causes misunderstandings, 
confusion, or conflicts. This can happen not only when delivering a lecture, but 
also when communicating with students, parents, and administrators. Furthermore, 
when taking the "Teacher Recruitment Examination," oral exam is a key point 
that can decide your success or failure. Therefore, I think it is necessary to add a 
course related to oral expression skills. 
Communication skills: 2. People management skills. Learning different ways of 
dealing with people's roles was another area that beginning music teachers said they 
wished they had been taught before entering the classroom. Teachers expressed their 
dissatisfaction connected to not having received this type of training, particularly in the 
areas of speaking to a classroom of students, dealing with parents and communicating 
with administrators. 
One teacher described her experience in establishing classroom rules with a 
classroom of students as follows: 
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When setting the classroom regulations, I have to be very careful about the way I 
talk and the words I speak. I cannot cause teenagers to think I am trying to be a 
tyrant or rule over them. I have to let them feel they involved in the making of 
policy and setting of rules, but that it is "me" who makes the decision. Therefore, 
I have to maintain a strong position, but still show much respect and flexibility in 
the way I talk to them. This is difficult, and I had never received instruction in this 
skill when I entered the classroom. I actually learned the skill from my colleagues. 
Some beginning music teachers talked about how they were unprepared to handle 
difficult parents. They expressed that they needed practice and experience in dealing with 
a variety of types of interactions. In the following example, a beginning music teacher 
expressed her frustration: 
I spent most of the time in the practice room when studying at university. I didn't 
know how unreasonable some people could be until I started working. Some 
parents stubbornly refused to acknowledge that their child was a bully even 
though their child physically assaulted other children frequently. They would 
insist their child's violent behavior was always done in self-defense. It was 
extremely frustrating to have to communicate with that kind of parents, and I had 
to deal with such parents often. Why was it that nobody warned me that I would 
encounter this kind of people? And why didn' t they teach me how to deal with 
them? 
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Beginning music teachers also reported that they needed to know how to 
communicate with administrators. It does not necessarily mean that they had difficulties 
with the school administrators, but that they were confused and uncertain about how to 
respond in various situations. One beginning music teacher expressed her confusion like 
this: 
I don't know how to deal with the situation when two directors of different 
administrative units make contradictory requirements for the same thing. I don' t 
want to offend either of them, but it is really difficult to find a solution which will 
satisfy them both. I wish I had learned some techniques, strategies and 
communication skills that could address these kinds of situations before I started 
my teaching career. After all, working at a school is like living in a small society. 
It is not a matter of designing a perfect music curriculum, but a matter of 
improving the interaction among people. 
Knowledge aspects. Participants reported that they felt their knowledge of music 
was sufficient. However, they felt their information about performing arts was quite 
deficient. Participants also mentioned music technology as an area of deficiency. They 
felt that incorporation information technology into music education could stimulate 
student interests in learning music. 
Knowledge of performing arts. Participants responded that although the program 
had provided courses related to visual arts and performing arts, they still felt like they 
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needed more. They said that they wanted coursework that was realistic, pragmatic, and 
applicable to teenagers, not a perfect theory for an ideal classroom. One teacher made this 
comment: 
My knowledge about the performing arts field is very poor. When teaching music, 
I can always instantly provide more knowledge than is in the textbook. However 
when teaching performing arts, if I want to add more, answer a difficult question 
from a student, or elaborate and enrich on some topic, I usually can't do so 
immediately. I need more knowledge of performing arts to reinforce my 
proficiency in this discipline. 
Another participant described her difficulties when teaching performing arts due to the 
lack of available information: 
I was required to teach performing arts, but my limit knowledge background in 
this area prevented me from teaching these subjects effectively. I still need more 
useful information regarding this area. 
Music technology. Some teachers mentioned that having computer skills was 
important because such technology is being widely used in the classroom to enhance and 
enrich teaching and learning. The students are also avid users of digital technology. By 
the implementation of such technology into the music classroom, perhaps this will 
enhance student interested in learning music. One music teacher expressed her concerns 
this way: 
I think music technology is also important for teaching music. After all, we are 
living in a high-technology era. If music teachers can combine music teaching 
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with technology and multimedia, this would make music class be more fun and 
exciting for students, and this could enhance their interests in learning music. 
Theory aspects. Participants reported that they felt their theories of music 
performance and music teaching were sufficient. They said they wished they had learned 
theories of integrated curriculum design and lesson planning in their preparation program. 
Since the Grade 1-9 Curriculum requires music teachers to combine music and 
performing arts subjects, music teachers are required to design and teach integrated 
curriculum. This is not always easy for them: 
I want to be taught how to design an integrated curriculum, both in theory and in 
practice. The program included courses related to the teaching of Arts and 
Humanities, but they were taught separately. We studied each discipline 
individually. However, in the real classroom, I have to teach integrated 
curriculum. If the program would have included courses related to the principles 
of integrated curriculum, it would have assisted me in teaching the Arts and 
Humanities field more effectively. 
Question 6. What are your suggestions for improving the music teacher 
preparation program? Please be as specific as possible. 
Responses to this item indicated that the participants believed that the theoretical 
aspects of the program were unquestionably important, and served as the backbone for 
implementation. However, what they truly wanted was to be taught useful strategies for 
dealing with students, classroom issues, and the realities of teaching. Furthermore, they 
wished they had been given more practical training opportunities in addition to 
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professional development. Finally, the participants wished that the program would have 
offered the teacher education courses earlier, rather than reserve them for the senior year. 
Increase coursework related to classroom realities. Participants overwhelmingly 
suggested the need for increasing courses related to realities of the classroom. They stated 
that all of the courses related to performance training and educational theories offered by 
the program were professional and adequate. However, even so, they also expressed that 
they could not make the connection between theory and practice until they had actual 
teaching experiences, which they considered to be too late. Participants made the 
following suggestions: 
I think many teacher education courses were too focused on the theories. It is true 
that these theories are important. However, to be able to implement what I had 
been taught in a practical fashion, I have to discover the methods and solutions by 
myself. The program offered too few courses regarding practical aspects. A result 
of this deficiency is a diminished ability of the graduates to compete for jobs. 
I think the teacher education courses need to be more systematic and more 
practical. We have enough theory courses, both in music and in education, but we 
don't have courses talking about what the real teaching is like. I had to wait until I 
actually became a formal teacher that I came to realize what teaching really was 
and what it required of me. 
The concepts and theories of music education the professors had taught were very 
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solid. But I wish the program would have offered more courses about how to 
implement the theory into practice. Even though I hadn't had any teaching 
experiences at that time, at least I could have been given some realistic idea about 
what I would encounter and how I could respond. I wish I had been fully prepared 
to teach before I became a teacher, not after I became a teacher. 
The program should make its teacher education courses match the needs of real 
teaching situations. The knowledge offered by the program was too academic. If 
the program could have provided us with more applicable courses, it would have 
helped us to connect the theory to teaching practice more effectively. 
While most participants called for more practical courses for facilitating teaching 
work, one teacher suggested an approach to help prospective teachers understand the real 
teaching situation by inviting some middle school music teachers to the pre-service 
teacher education classroom to share information, knowledge, and their teaching 
experiences. She suggested: 
The program could hold a forum and invite some middle school music teachers in 
the Arts and Humanities field to share their teaching experiences and provide 
information about teaching integrated curriculum. Otherwise, it is very difficult 
for a college student without any teaching experiences to connect theory to what 
is called teaching. This is because some theories taught by the university 
professor are too academic. 
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Provide more opportunities for student teaching and classroom observation. 
Participants reported that they received benefits from student teaching practicum and 
classroom observation, but that those experiences were much too brief. They suggested 
the program extend the period for student teaching and provide more opportunities for 
observation because that was the only real teaching practice they had before becoming a 
full-time teacher. Their comments included the following: 
Basically, the teacher education courses were excellent. However, the program 
simply contains too few courses related to practical aspects. Talking is always 
easier than doing. It is not hard to talk about the principles of classroom 
management in the class, yet, when you actually are in the classroom and have to 
deal with a classroom of students, it is another story. Therefore, I suggest the 
program extend the student teaching experience and increase opportunities for 
observing experienced teachers. That way, the students could obtain more ideas 
and learn more practical strategies as well as knowledge. This might strengthen 
our ability to deal with problems and crises which happen in the classroom. 
Student teaching was the first time in my life that I stood in front of a large group 
and talked to a classroom full of students. It was even harder than performing on 
the stage. However, it was very unforgettable. I learned a great deal for this 
experience, and I wish that my student teaching had been longer than it was. 
I think the program should extend the period of student teaching and increase the 
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opportunities for observing other teachers so we can learn more tactics and 
strategies. Such improvement to the training program would be very helpful to 
real teaching work. 
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Provide professional development opportunities. Participants said that they 
wished the program would have provided professional development opportunities so that 
they could improve and enhance their teaching techniques. Participants stated that after 
entering the real classroom, they soon recognized what skills or knowledge they lacked, 
and became acutely aware of the need for improvement. Therefore, they felt an ongoing 
program for professional development was necessary. One teacher offered the following 
suggestion: 
I wish the program would have offered professional development opportunities 
for [music] teachers. I still have difficulties teaching performing arts and I also 
need to know more strategies for teaching music. 
Another participant also wished the program would offer professional 
development opportunities. They wanted the school they had graduated from to provide 
this service, because they felt they already had a familiarity with this particular learning 
environment and had established professional relationships with this group of university 
teachers: 
If the program could provide professional development opportunities, that would 
be wonderful. I would not have to search for other universities from which I could 
take courses or attend seminars. I have been at this program for four years and I 
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am familiar with professors and the school environment that makes everything 
easier. 
Earlier start in teacher education courses. Participants suggested the program 
begin the teacher education courses earlier. Instead of waiting until the senior year for 
such courses, they suggested these courses should begin as early as the sophomore year. 
If this could be done, the students would have much more time to prepare for the Teacher 
Recruitment Examinations. The participants said many important events (e.g. graduation 
recital, student teaching) took place during the senior year, which meant that they had 
many distractions and little time to study and prepare for the exams regarding the Teacher 
Recruitment Examinations. One teacher made the following suggestion: 
The teacher education courses offered by the program were few, and most of them 
were offered in the last year. I wish the program would have started the teacher 
education courses earlier, such as in my sophomore year, so I could have begun 
building a solid knowledge base sooner. 
Question 7. Overall, indicate your level of satisfaction with your pre-service 
music teacher preparation regarding the Grade 1-9 Curriculum. 
Participants were asked to indicate their level of satisfaction with their training 
program by selecting one of five responses: (a) very satisfied, (b) satisfied, (c) neutral, (d) 
disappointed, or (e) very disappointed. Of27 teachers, seven (25.93%) were satisfied, 14 
(51.85%) were neutral, and six (22.22%) were disappointed. Not one reported being very 
satisfied or very disappointed. 
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Question 8. Is there anything else you would like to add regarding the Grade 
1-9 Curriculum and your undergraduate preparation to teach it? 
Not every participant responded to this question. Of27 respondents, 10 left this 
question blank or answered "no," while the rest (17) still had some issues to express. The 
major themes that emerged from the responses included the program's follow-up support 
for graduates, adjustment of undergraduate curriculum, university teacher quality 
enhancement, and personal beliefs. 
Follow-up support for beginning music teachers. Participants mentioned that the 
first two years of teaching were the most difficult. This was because during this time, 
they felt isolated and did not know where to get the help and find the resources they 
needed. They suggested that follow-up assistance would be necessary and important to 
them. Suggestions included that the program establish a website or hold a seminar/forum 
to answer the questions of beginning music teachers and help resolve difficulties, share 
the experiences, as well as exchange useful information. One teacher made the following 
commentary: 
Maybe the program could build a website to discuss issues regarding teaching or 
exam preparation. Furthermore, if the professors could join the discussion and 
share their experiences, that would be very helpful. 
Another participant mentioned using a website as a means to meet with other 
beginning music teachers so they could exchange information regarding teaching Arts 
and Humanities: 
At school, everybody is busy and we try not to disturb each other's break time 
unless it is absolutely necessary. I spend a great deal of time in the music 
classroom because I have many classes. Therefore, my interaction with my 
colleagues is rather minimal. If there could be a website for beginning teachers 
like me to ask questions and exchange experiences, this might help to solve 
problems and clarify confusion about issues in teaching and student learning. 
Undergraduate curriculum adjustment for meeting the new system. Teachers 
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recommended that the program should reconsider the curriculum design in order to assure 
the competencies of prospective teachers in teaching Arts and Humanities. One teacher 
said: 
The music department at NTNU has been doing an excellent job in nurturing 
professional musicians. However, talking about the teacher education courses 
regarding the Grade 1-9 Curriculum, I think the program seems to "take no action 
in response to the changes." The program should adequately adjust its curriculum 
in order to train creative and contemporary music teachers. 
Another participant was concerned with the same issue. They called for the 
adjustment ofthe undergraduate curriculum and recommended the separation of the 
performance-based training and education-based courses. She provided a detailed 
description: 
While we were studying at the university, the program used the same approaches 
to foster a musician and a music teacher. In other words, the methods of training 
students for these two different fields were not distinguished. It doesn't mean that 
being a music educator need not possess the same proficiency as a musical 
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performer need. However, it means that students who truly consider teaching as 
their career should be provided adequate training and preparation, so that 
eventually he/she can become the kind of music teacher who is to enrich students' 
knowledge of Arts and Humanities and, furthermore, raise the entire society's 
awareness of the importance of the arts. 
University teacher quality enhancement. Several participants pointed out that 
professor's proficiency and the course content were the essential key elements to the 
effectiveness of the courses. They said that even though the program provided the courses 
related to the Grade 1-9 Curriculum, a professor's effective instruction would result in 
significant differences. 
I think all the courses were adequate for me. However, some professors really 
were not professional in the classroom. We learned nothing from their classes. 
Such courses were just a waste of time. 
Another participant reported that it was not until she started teaching practicum 
did she realized that, compared to beginning teachers in other subject areas, she had 
learned little from her teacher education courses. She made the following comments: 
I wish the program could strengthen some [university] teachers' competencies 
regarding teaching methodology. When doing the practicum, I found that student 
teachers in the areas other than music were being given more practical teaching 
methods than I was. Their professor had done the analysis of lesson plans and had 
them do a teaching demonstration in the class. At that moment, I realized that I 
was not receiving sufficient and adequate instructions. 
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Personal beliefs. Participants offered a variety of personal opinions about the 
preparation for teaching Arts and Humanities in the Grade 1-9 Curriculum. Their 
concerns included issues with the practical and applicable methodologies, adequate and 
sufficient training, as well as professional and structured instruction. One participant 
described her experience regarding the transition from being a prospective teacher to an 
in-service teacher. She talked about not having been serious enough to learn the required 
courses while studying in the pre-service teacher preparation program. She had to wait 
until she needed to teach performing arts and then she realized that her competencies in 
the field were insufficient. Eventually, this teacher had to get professional development 
training. 
If I had merely applied what I had learned at school in my teaching activities, it 
sure would not have been enough. Furthermore because some professors were not 
strict with us, and because I wasn't studying that hard, my knowledge about Arts 
and Humanities was not very strong. It was only when I was required to teach 
performing arts that I understood what I was lacking. It was this acute awareness 
of what I lacked which prompted me to take professional development training in 
order to improve my competencies. 
As her closing remark, another participant expressed her thoughts and belief about 
the idea of integrated curriculum and what a competent teacher should be: 
It is a good idea that the new system integrates the arts and humanities into one 
learning area. However, requiring a music teacher who is not specialized in this 
field and only receives instruction for one semester to teach this subject is really 
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appalling. Knowledge embedded in each discipline has its own depth and breadth. 
It' s not that you learn for three months and then you know everything about this 
field. I have been studying music for 21 years, but I still dare not say that my 
musical knowledge is complete. The same is certainly even more so of other 
disciplines [that I have studied for much shorter times] . Nevertheless, think about 
it from another point of view: if a teacher doesn't have comprehensive 
knowledge, how can she respond to the challenges of the rapidly changing 
situations in the classroom? All these issues need to be considered seriously. 
Summary 
Based on their educational experiences in the university classrooms and their 
early teaching experiences, participants in this study expressed different perceptions of 
their pre-service teacher preparation, which addressed multifaceted issues embedded in 
the program. Certain areas of the undergraduate curriculum were criticized as being too 
academic and theoretical, and courses related to teaching methodology were considered 
the weakest part of the program. Even so, despite their numerous and diverse criticism, 
most of the participants perceived their undergraduate preparation for teaching Arts and 
Humanities as having been of an acceptable level of quality. 
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CHAPTERS 
FINDINGS, IMPLICATIONS AND RECOMMENDATIONS 
In this study, I examined the perceptions of beginning music teachers of several 
aspects of the teacher preparation they received in the Arts and Humanities field of the 
Grade 1-9 Curriculum at NTNU. Questionnaires were sent to the 188 graduates of the 
classes of2007, 2008, and 2009, and 129 responses were received. Of 129 respondents, 
69 graduates had completed teacher education courses, qualifying them to become music 
teachers. Because of an overabundance of certified teachers in Taiwan, only 27 of 69 
graduates had found teaching positions. Four had left the profession by the time they 
answered the questionnaire. Through examination of perceptions of these beginning 
music teachers, I examined how well their undergraduate training had prepared them for 
the secondary music classroom, which components of their training were relevant, which 
were missing, and what improvements they recommended to the program. I also sought 
to discover the level of teacher satisfaction with preparation to teach the Arts and 
Humanities field ofthe Grade 1-9 Curriculum. 
The 27 participants who responded to this study suggested that the knowledge and 
skills received in the program were only partially applicable to their teaching duties. They 
reported that because of reality shock, they became overwhelmed during the frrst year as 
beginning music teachers. For many, student teaching reported to be an important 
learning experience, and Research in Music Teaching Materials and Methods was 
described as the most valuable course in the music teacher preparation program. They 
also said that they wished they had been taught more strategies about how to deal with 
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student discipline problems and a greater amount about teaching methods. Beginning 
music teachers suggested that the music teacher preparation program increase the number 
of practical courses regarding real working experiences. 
This chapter summarizes the fmdings of this study and discusses the relationship 
of these findings to the research questions. In addition, it includes suggestions for 
improving music teacher preparation programs. This chapter concludes with 
recommendations for further research that might be done to enhance the music teacher 
preparation programs at universities/colleges in Taiwan. 
Discussion of Findings 
This study was motivated by three questions regarding the NTNU music teacher 
preparation program. These questions focused upon: (a) what were the most valuable and 
least valuable components of the program for preparing new teachers for the secondary 
music classroom; (b) what important components were missing from the preparation 
program; and (c) what modifications are recommended for the music teacher preparation 
program at NTNU. The study was based exclusively on the questionnaires returned by 
the respondents. 
The results of this study suggest that student teaching was the most valuable 
component of music teacher preparation, and that Research in Music Teaching Materials 
and Methods was considered to be the most helpful course for preparing the respondents 
to enter the teaching profession. Conversely, teacher education courses such as Liberal 
Education and Educational Administration were reported as being irrelevant to the 
working realities of teachers. Courses regarding performance training and theory, such as 
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Guitar, Music Analysis and Counterpoint, were described as being unrelated to teaching 
general music. 
After at least a year of being a full-time music teacher, many of the participants 
realized that their initial teacher training had omitted some critical components. Aspects 
that they felt had not been covered adequately included teaching methodology, classroom 
management, and communication skills. The participants also wished that they had been 
given more information about performing arts and music technology. Integrated 
curriculum design was the only theoretical aspect the participants wished they had been 
taught in the teacher preparation program. 
Of the 27 participants, 14 of them (51.85%) indicated that the level of satisfaction 
with their teacher preparation was neutral. The recommendations made by the 
participants included increasing the number of courses related to actual teaching work, 
providing more opportunities for student teaching, more opportunities for observing other 
teachers teaching, as well as the providing of professional development opportunities. 
The participants also suggested that teacher education courses should begin earlier in the 
program. 
1. What are the perceptions of beginning music teachers regarding the most 
and least valuable components of their teacher preparation in terms of the 
Arts and Humanities focus of the Grade 1-9 Curriculum? 
Question 1 was designed to collect the opinions of the participants about applying 
the knowledge and skills received in the preparation program to their real classroom 
experiences. Most of the respondents (N=21 , 77.78%) reported that the knowledge and 
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skills learned in the program were somewhat applicable in teaching Arts and Humanities 
of Grade 1-9 Curriculum, while 6 ofthe 27 teachers (22.22%) perceived what they 
learned as very applicable. No respondents indicated that the appli~ability of knowledge 
and skills they were taught was not at all applicable. That fact that some of beginning 
music teachers said the knowledge and skills learned in the preparation program were 
only partially applicable to their real teaching activities indicated that they must have felt 
there were at least some significant deficiencies and gaps in their training. To understand 
what skills and knowledge might be omitted from their training, it is important to 
examine the participants' answers to Question 1-1. 
Question 1-1 was intended to obtain specific information about the unanticipated 
differences between teachers' pre-service preparation and their actual working 
experiences. When participants were asked about the features of teaching that were 
different from what they had been led to expect, the dominant theme that emerged were 
comments about "reality shock" in the classroom and lack of adequate teaching methods. 
Teachers expressed their disappointment and frustration in facing unforeseen 
circumstances that occurred in the classroom. The participants reported the details of the 
unpleasant experiences of reality shock, and called for the urgent need to provide 
beginning teachers with effective teaching skills and strategies. 
Reality shock, or culture shock, has long been reported as a critical issue for 
beginning teachers (Feiman-Nemser, 2003; Gordon & Maxey, 2000; Jesus & Paixao, 
1996; Katz, 2010; Kono, 2012; Roehrig, Pressley, & Talotta, 2002; Veenman, 1984). 
Researchers have frequently discussed perceived problems of beginning teachers, and 
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often reported that attention should be paid to the phenomenon of reality shock 
(Veenman, 1984 ). Wanzare (2007) claimed that reality shock might be caused by the 
newly qualified teachers experiencing "realizations about the world of teaching, the lack 
of preparation for the teaching demands, and the contradictions between their education 
perspectives and on-the-job-school practices" (p. 347). The results ofthis study are 
consistent with earlier published reports which indicate that reality shock is an issue that 
beginning teachers must often face during their initial years, and that insufficient 
practical instructional strategies are frequently related to such experiences of reality 
shock. The participants were led to believe, largely through their teacher preparation, that 
students would sit quietly, listen carefully, behave politely, and obediently comply with 
anything they are asked to do. Unfortunately, the reality of the classroom is that students 
are not very attentive, cooperative, and obedient. Because beginning teachers are seldom 
prepared for such intense and negative responses, they tend to be very dismayed, 
shocked, disillusioned, and frustrated when this happens. This is especially the case with 
beginning teachers who entered the classroom with inadequate training or with little or no 
instruction about how to manage these types of challenging experiences. It is not 
surprising that participants quickly became overwhelmed when facing a large number of 
unexpected situations upon entering the teaching profession. When they finally did 
discover the truth about what is being demanded of them, they are frequently quite 
unprepared to deal with it. 
There were other unanticipated differences as well. In addition to the problems 
already mentioned, the widely varying levels of their students' competencies in Arts and 
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Humanities made teaching integrated curriculum even more difficult for the participants. 
The fact that the participants had no opportunities to demonstrate the performance skills 
that they had worked hard for many years to acquire frustrated many of the participants. 
These participants had been trained to be professional musicians, but all these years of 
dedicated effort seemed to have been wasted, for these skills had no place in their 
classroom. These two factors led to widespread dissatisfaction with their training 
program. 
However, despite their numerous complaints and reports of deficits, there was 
also a fairly general consensus that many important components of their training had 
been quite excellent and effective. Participants stated that student teaching was the most 
valuable component of their undergraduate preparation and that Research in Music 
Teaching Materials and Methods had been the most useful course of the preparation 
program. Of27 questionnaires that were returned, 17 participants (62.96%) said that they 
learned the most during this period of time. These participants strongly confirmed they 
had received great benefits from student teaching. The participants reported that much of 
the university curriculum was too theoretical and too academic, but their student teaching 
was able to provide an opportunity to connect educational theory and subject matter to 
the practice of teaching. Because of its relative difficulty, and it being grounded in real 
life experiences, participants reported that their student teaching had helped them to 
prepare to become effective full-time music teachers. 
Most participants reported that they had positive experiences with their 
cooperating teacher, from whom they received much guidance and mentorship. The 
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cooperating teachers provided the student teacher with an open environment, allowed for 
mistakes, offered valuable feedback, made constructive suggestions, and instilled 
confidence. Most of all, the cooperating teachers were good role models. 
However, not all experiences with cooperating teachers were satisfying. 
Unfortunately, for two of the participants, their cooperating teachers were frequently not 
present. Although these cooperating teachers seemed to think of the student teacher as a 
"ticket out of the classroom," these two participants nevertheless indicated that they still 
learned from their student teaching experiences. 
A good understanding of the materials used in the secondary classroom requires 
good preparation in the training program. Participants stated that Research in Music 
Teaching Materials and Methods was the most valuable course of the university 
classroom curriculum. This particular course was identified as having been the most 
important one. This was because its course content was closely related to the practical 
aspects of teaching. Participants reported that the activities in this course, such as 
collaboratively creating lesson plans, and the knowledge of teaching methodology, 
greatly assisted them to be more efficient when they became teachers. 
A successful learning experience largely relies on a teacher's proficiency, for 
teachers are integral to the learning process. An ineffective teacher can "depress the 
achievement and inhibit the learning of many students" (Chait, 2010, p. 2). On the other 
hand, effective teachers will increase student knowledge and motivate them to be 
"members of learning communities" and to be "interested in continuing their own 
professional development" (Minor, Onwuegbuzie, Witcher, & James, 2002, p. 117). 
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In this study, the responses of participants demonstrated that teacher quality is one 
of the important keys to the effectiveness of teacher preparation program. A number of 
participants responded negatively, saying that the insufficient instruction by some 
professors prevented them from learning effectively. However, several other participants 
reported that they greatly admired the high level of professionalism and personal traits 
displayed by their instructors. They reported that their professor's passion for teaching 
inspired them to be responsible, innovative, and caring teachers in the music classroom, 
and greatly encouraged them to choose teaching as their profession. The characteristics 
that their professor had demonstrated· reinforced claims made in the literature which 
indicate that a strong teacher needs not only effective teaching skills, but excellent 
personal qualities as well. This is because it is often these personal qualities that create a 
lasting impact on the students' professional life. 
Participants who majored in voice reported that applied music lessons greatly 
facilitated their initial entry into the classroom. The reason was that they were able to 
implement knowledge and skills they had learned. Although other participants who were 
. not vocal majors complained that there were no opportunities to demonstrate their 
expertise, in contrast, participants whose major was voice reported that their training in 
singing was useful when they were training the choir at school. These conflicting results 
indicate that both differences in university curriculum and differences in majors of 
individual students influenced their perceptions of the effectiveness of their teacher 
preparation experiences. 
Other courses reported by participants to be useful for Arts and Humanities 
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instruction included Music History, Conducting, Educational Psychology, and Music 
Psychology. However, after reviewing these course titles, I found that the participants did 
not mention any of the courses related to the teaching of performing arts. Most 
participants considered their proficiency regarding the teaching of performing arts to be 
at a low level. This seems to indicate that the university curriculum regarding the 
performing arts subject area needs to be reexamined and reevaluated. 
In contrast to the components that were rated as being the most valuable (student 
teaching and Research in Music Teaching Materials and Methods course), certain other 
teacher education courses, such as Liberal Education and Educational Administration, 
were considered too theoretical and lacking practical purpose. Participants expressed 
concern that the knowledge they learned from those courses was not applicable in the 
classroom. 
Broadly speaking, these courses may be useful for developing a person's abilities 
in areas other than teaching. However, this does not necessarily mean that they are 
unimportant. For example, the course entitled Liberation Education, described as 
irrelevant to music teaching by the participants of this study, was considered central to 
effective teaching and learning by teacher educators in a previous study (Riggsbee, 
Malone & Straus, 20 12). Recognizing that pre-service teacher preparation programs must 
go beyond mastery of a professional knowledge base and narrow training in technical 
skills, Riggsbee et al. integrated the liberal education experience into the teacher 
preparation program. This was done because they hoped to engage students in a 
discussion of " in big ideas and cross-disciplinary knowledge so they will emerge not 
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simply as effective classroom teachers, but as teacher-leaders equipped with the advanced 
skills necessary to make significant contributions to education reform and social change." 
The participants also expressed their frustration about having no opportunities to 
demonstrate their well-developed performance skills in their actual teaching activities. 
Teachers criticized their training program for having made them spend most of the time 
in practicing their major instrument and studying advanced musical knowledge, which, 
disappointingly, was not related to what they would be doing in their classrooms. It is 
noteworthy that this is not the first time this issue had been addressed by the participants. 
In Question 1-1, when participants were asked about the unexpected problems related to 
their initial entry in the teaching profession, many of them had commented upon this 
same issue. This result is consistent with claims reported in earlier literature which had 
criticized the curriculum of music teacher preparation programs in Taiwan, saying they 
tended to emphasize musical performance rather than music education (Chiang, 1998; 
Wu, 1987). This indicates that a greater distinction probably needs to be made between 
the training of professional musicians and the training of music educators. 
Although teacher preparation programs play an essential role in the successful 
entry of new teachers into the classroom, teachers' beliefs and attitudes are also important 
factors. Teachers' beliefs, practices, and attitudes are important for understanding and 
improving educational processes because they are closely linked to teachers' strategies 
for coping with their challenges in their daily professional life. Such attitudes and beliefs 
can even mediate changes in curricula for teachers' initial education or professional 
development (OECD, 2009, p. 89). Furthermore, recent research has reported that 
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individual differences in the personality and style of teachers can have a significant 
impact on the academic achievement of their secondary students (Garcia, Kupczynski, & 
Holland, 2011). In this study, while most participants perceived they were inadequately 
prepared to enter the classroom, in contrast, a few participants responded with a more 
positive attitude by saying that all the courses in their undergraduate training were 
helpful and relevant to their teaching activities. These participants said that the degree of 
perceived value in these more "theoretical" courses depended on how individual applied 
and implemented the knowledge and skills they had learned in these classes into their 
lessons. The overall pattern of these responses suggests these music teachers tended to 
look on the bright side of things. The way that participants perceived the relationship 
between their undergraduate preparation and their real teaching work supported previous 
claims reported in the literature which stated that a teacher's personal attitude can affect 
how well he/she manages challenges and difficulties in his/her daily teaching life. 
To summarize the responses to this research question, it may be said that time 
spent in student teaching and certain courses studying were important and valuable 
components in their pre-service preparation, but that some other courses regarding the 
educational field and advanced performance training were judged to be disconnected 
from the profession. To help connect theory to practice, the next section will examine and 
discuss the missing components that may assist beginning music teachers to enter the 
classroom more effectively. 
2. What do beginning music teachers wish they had learned in their music 
teacher preparation program which would have helped them to implement 
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this new curriculum more effectively? 
The main role of teacher preparation programs is to prepare prospective teachers 
to perform the functions of a classroom teacher appropriately upon entry into a school. 
Many beginning music teachers reported that they felt they had not been sufficiently 
prepared to enter the secondary music classroom and wished that more practical methods 
could have been provided to them. It is possible that this lack of preparation can be 
attributed to omissions in the teacher preparation curriculum. 
Question 3 was intended to discover whether the music teacher preparation 
program at NTNU balanced the preparation regarding how to teach music and how to 
teach the performing arts. Of the sample, 88.89% of the participants (N=24) reported that 
they did not receive well-balanced preparation for teaching music and performing arts, 
while 11.11% (N=3) responded that they did receive a balanced curriculum for this 
purpose. Participants reported that the information they had learned regarding the 
teaching of performing arts was insufficient to allow them to be effective in the 
classroom. As a result, they had to attend forums or go to other universities to receive 
additional teaching skills and knowledge about how to teach performing arts. 
After reviewing the university curriculum (see Appendices C and D), it can be 
determined that the program does have a stronger emphasis on the preparation of music-
related fields than on performing arts. Only four courses related to the performing arts are 
found in the elective courses of the undergraduate university music curriculum. They are 
Introduction to General Art, Aesthetics, Stage Directing and Performance, and 
Choreography (see Appendix C). Others are courses regarding music performance and 
music education. Participant responses indicated that the undergraduate program does 
need to review the curriculum design and add more courses regarding the subject of 
performing arts. 
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Question 4 was designed to identify the perceived level of understanding of 
beginning music teachers regarding the essence of Arts and Humanities provided by their 
pre-service teacher preparation program. The results showed that more than half of the 
participants (51.85%, N=14) felt they had only a low level of understanding the essence 
of Arts and Humanities. An additional 33.33% (N=9) of the 27 participants felt they had 
a medium level of understanding, and 14.81% (N=4) reported feeling they had a high 
level of understanding. Since the majority of the participants did not feel their training 
had delivered sufficient information on this matter, this data suggests that the teacher 
preparation program still has much room for improving the quality of instruction on this 
subject. The function of pre-service teacher education courses is to produce graduates 
who can function effectively as teachers, but since most participants stated that they did 
not receive enough training and that they had to seek outside help, this again suggests that 
the teacher educators should reexamine this part of the preparation curriculum. 
To bridge the disconnection between undergraduate preparation and real teaching 
experiences, it is important to recognize what the missing components in teacher 
preparation program are. Figure 2 outlines the theoretical concepts drawn for this study: 
Skills 
Knowledge 
Theories 
Teaching 
Methodology 
Classroom 
Management 
Communication 
Skills 
Knowledge of 
Performing Arts 
Music 
Technology 
Curriculum Integration 
Design and Practice 
General Music Teaching 
Recorder/Choir Training 
and Conducting 
Oral Expression 
People Management 
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Figure 2. Skills/Knowledge/Theories that Beginning Music Teachers Wish to Be Taught 
in the Pre-Service Preparation Program. 
The results demonstrated that the skills the participants wished they had been 
taught in the teacher education program were strategies for teaching general music, how 
to teach youth choir and/or recorder club, and strategies of classroom management. These 
findings are consistent with other reports found in the literature (Bristor et al., 2002; Wu, 
1987), which indicates the importance of knowledge-based training and job-specific 
training. 
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The lack of effective strategies for classroom management has consistently 
surfaced in the literature as a prevailing concern for new teachers (Brouwers & Tomic, 
2000; Emmer, Evertson, & Anderson, 1980; Friedman & Judson 1991; Laut, 1999; 
Marzano, 2008; Murray, Murr, & Rabiner, 2012; Partin, 2009). New teachers reported 
inadequate training for establishing a positive and productive classroom environment 
(Baker, 2005; Siebert, 2005), and even though new teachers had taken a university-level 
course about classroom management, it was often perceived as too theoretical or 
disconnected from going on inside a real classroom (Siebert, 2005). Most important, 
classroom rp.anagement has been reported as having the largest effect on student 
achievement (Freiberg, Huzinec, & Templeton, 2009; Gulbrandson, 2008; Wang, 
Haertel, & Walberg, 1993). It has long been noted that the skills for handling disruptive 
students and for establishing and maintaining a creative learning environment are things 
that should be improved through teacher preparation programs and professional 
development courses (Oliver & Reschly, 2007). 
Participants in this study stated there was an urgent need for classroom 
management strategies. This is consistent with previous reports in the literature that 
suggests classroom management is a common concern for novice teachers. In fact, new 
teachers could have a more successful experience in the beginning of their career if the 
teacher preparation programs would reexamine the university curriculum and improve it 
in classroom management strategies. 
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In addition to teaching methodology and classroom management, another item 
that the participants wished to have been included in their undergraduate preparation 
programs was a course regarding communication skills. Participants voiced a concern 
regarding interpersonal communication skills because students are not the only group 
they must deal with on a daily basis. Once a person enters the classroom and begins their 
teaching career, it is inevitable to have interactions with students, parents, colleagues, 
administrators, and supervisors. Some interactions may be pleasant; some may be 
unpleasant. Nevertheless, a high-quality course on communication techniques would 
have made such interactions less stressful. 
Under the category of the knowledge that needed to be in the pre-service 
preparation program, one of most urgent concerns mentioned by the participants was 
knowledge about how to teach the performing arts. By this, the participants did not mean 
that the university offered no such courses (see Appendices C and D), but rather that the 
preparation provided in this area was insufficient. The participants expressed a desire to 
receive more knowledge on the subject of performing arts in order to teach the discipline 
more effectively. 
The participants also expressed the wish to have been taught music technology in 
the undergraduate preparation program. The course related to music technology, entitled 
Computer and Music Teaching, did exist, but it was an elective class, not a required class, 
and the importance of this subject was not emphasized. It is unknown whether any of the 
participants took the course or not. However, in the latest description of the pre-service 
education courses at NTNU (see Appendix E), computer music has been included in the 
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list of mandatory courses, and courses related to computer technology are now provided 
for prospective teachers as well. This suggests that there has been at least awareness by 
educators of the increasing importance of this issue. 
Participants also mentioned that they wished they had learned much more about 
the design of the integrated curriculum, from both a theoretical and a practical 
perspective. This fmding demonstrated that, while teacher education courses at NTNU 
were often described as being too academic and unrealistic, nevertheless, the role of 
theory in the pre-service teacher education cannot be omitted. Even so the program 
apparently needs to investigate the relationship between theory and practice more fully 
than it has. This should be done in order to strengthen the competencies of prospective 
teachers in applying academic knowledge to the real world of teaching. 
3. What suggestions do participants have for the music teacher preparation 
program at NTNU? 
The teacher preparation program is intended to prepare the prospective teachers to 
perform the functions of a classroom teacher adequately upon entry into their own 
classroom. Previous research has already demonstrated the importance of teachers' 
perceptions of teacher preparation for the future of a teacher preparation program 
(Conway, 2002; Dillon, 2004). As long ago as the 1980s, Henry (1986) recommended 
that university teachers examine the problems expressed by beginning teachers and adjust 
the training procedures and curriculum accordingly. Henry believed that only by doing so 
could the schools be supplied with adequately trained professionals. 
The findings indicated that the participants felt the teacher preparation program at 
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NTNU could do a better job preparing music teachers regarding Arts and Humanities. 
The participants felt the best way to accomplish this would have been if the program had 
included more practical courses, provided more opportunities for student teaching and 
more opportunities to observe other teachers teaching, made professional development 
activities available, and had started the teacher education courses earlier in the program. 
To help implement the integrated curriculum of Arts and Humanities more successfully, 
the participants expressed a desire for more follow-up support, adjustment of the 
university curriculum, and enhancement of the proficiency of university educators. 
Beginning music teachers are the practitioners of the teacher preparation program. 
They teach what they have been taught, particularly in the beginning years of their career. 
Based on their early career perspective, Question 6 was intended to encourage 
participants to make suggestions about how they thought their undergraduate preparation 
program might have been improved. The item most often suggested by the participants 
was to increase the number of courses related to actual teaching experiences. This seems 
to have been the result of many of them having experienced "reality shock" that set in 
when the beginning teachers realized the vast disconnections between theoretical 
coursework they had been taught about and realities of the classroom that they actually 
had to deal with. This suggestion indicated that the teacher preparation program should 
provide not only academic knowledge of the subject matter that a prospective teacher has 
to know, but also must to prepare prospective teachers to deal with the connection 
between theory and practice. This would have greatly reduced the reality shock which 
otherwise occurred once they found themselves in the real life teaching situation. 
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Another suggestion made by the participants was to extend the period of student 
teaching. Participants reported that student teaching was the most valuable event in the 
undergraduate training program, but its duration was much too brief. Accordingly, 
participants suggested that the program extend the period of student teaching in order to 
gain more practical teaching experiences before becoming a teacher. Participants also 
commented on the importance of observing other teachers teaching. While it does not 
compare in importance to student teaching, observing teachers teaching is also a practical 
approach for helping prospective teachers understand the realities of the classroom. This 
suggestion is consistent with several previous studies (Chiang, 1998; Conway, 2002; 
Davis, 1999; Krueger, 2000), which reported that spending time observing other teachers 
as they were teaching was a highly beneficial experience for the student teachers. It 
provided them with ideas about what kind of teachers they wanted to be, as well as with 
the various teaching methods that will help reduce the anxiety once they walk into their 
own first classroom. 
To enable all students to learn at high levels, professional development is 
essential, because it enhances the knowledge, skills, attitudes, and beliefs of educators. In 
addition, developing one's teaching ability helps gain self-confidence. The more a 
teacher develops his/her own competencies, the more confident he/she will become in 
teaching. In this study, participants commented on the necessity of providing professional 
development opportunities within the program. The music department at NTNU currently 
only offers master degree programs for full-time graduate students and in-service 
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teachers27 for professional development. Nevertheless, for beginning music teachers, 
particularly in their first few years, what they actually need is practical strategies and 
useful materials for their present teaching situation, not the advanced theoretical 
knowledge. Therefore, from a practical perspective, the department should consider 
providing the seminars, forums, or workshops to discuss specific issues or important 
current events, which could help beginning music teachers enhance their proficiency in 
Arts and Humanities. This same approach would also help them find solutions to the 
problems that they have encountered in the classroom. 
Participants also made the suggestion concerning the teacher education courses 
that the program should start this type of instruction much earlier, perhaps as early as the 
sophomore year, instead of saving these courses until the last year of the program. The 
senior year at the university is often busy because many important events happen at this 
time, such as student teaching and the graduation concert. Participants expressed that they 
felt they did not have enough time to study and prepare all the examinations regarding 
teacher qualification assessment due to these other activities. By examining the summary 
of music teacher preparation curriculum at NTNU (see Appendix D), most of the courses 
related to the teaching of music and performing arts are offered in the senior year. The 
senior year students are overloaded with work. The stress of the senior year could be 
reduced if the program would move some teacher education courses from the senior year 
to the junior or sophomore years. 
Question 7 aimed to investigate the overall perceptions of participants regarding 
27 The program description can be obtained from Music Department of College of Music, 
National Taiwan Normal University, http://www.music.ntnu.edu.tw/admission_enroll.php. 
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their undergraduate preparation. Only seven respondents (25.93%) considered themselves 
to be "satisfied" with their training, and no one reported that they were "very satisfied." 
Six respondents (22.22%) said they were "disappointed," and no participants reported 
that they were "very disappointed" with their teacher preparation. More than half of the 
participants (N=14, 51.85%) reported that their level of satisfaction was "neutral." All of 
this suggests that the music teacher preparation program at NTNU still has considerable 
room for improvement. 
Following participants' reports on the satisfaction levels of their teacher 
preparation, Question 8 was designed to encourage participants to express any additional 
thoughts they might have had regarding the teacher preparation for teaching the Grade 1-
9 Curriculum. One ofthe suggestions of participants was that they needed follow-up 
support. This indicates the importance of a follow-up survey for beginning teachers. 
When a student teacher leaves the university after completing the academic training and 
becomes a schoolteacher, this does not mean that the mission of the teacher preparation 
program is completed. Beginning teachers need to be helped to overcome the existing 
weaknesses, and the teacher preparation program is ideally the entity best positioned to 
accomplish this. This task can best be accomplished if a well-constructed program of 
follow-up and guidance is offered. (D' Aniello, 2008; Towery, Salim, & Hom 2009). 
Participants also addressed the idea of distinguishing between the training of 
musicians and the training of music educators. This issue has also been noted previously 
in the literature (Wu, 1987). Unlike the music departments in the United States that 
provide music education programs to undergraduates, the music department at NTNU 
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does not offer an undergraduate degree program for music education. NTNU only offers 
graduate programs in music education - the Master's degree and PhD degree. This has 
been common practice in the music departments ofthe universities in Taiwan. As early as 
in 1987, Wu reported on this problem. Wu offered the suggestion that the undergraduate 
curriculum should be redesigned so that it offered two different programs. The frrst 
would be a performance-oriented music program intended for those wishing to become 
professional musicians, and the second would be a distinct program specifically designed 
to prepare students who planned to teach music at the secondary level. The reports by the 
participants ofthis present study are also clearly consistent with the suggestion ofWu 
and others, further highlighting the distinction between the needs of music performers 
and the needs of music educators. This once more points out that the career needs of 
these two groups are different in many ways, and that therefore, the preparation programs 
for the two populations must likewise be distinct. It is important that music departments 
of the universities in Taiwan take this issue seriously, and review the curricula carefully 
for the training of professionals of each of these two fields. It is also important having 
further research to investigate issues regarding music curricular at universities in Taiwan. 
The instructional competency of teacher educator is another critical issue in this 
study. When most participants reported that their undergraduate training did not balance 
both the subjects of music and performing arts, a few participants (N=3) responded the 
positive answers. These participants responded to the question with positive answers 
because they felt the competent instruction of the teacher educator helped their entry to 
the secondary classroom easier. Question 4 was designed to identify the perceived levels 
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of participants regarding understanding the essence of Arts and Humanities. While a 
large number of participants felt they were not given thorough information, those who 
responded with positive answers reported that the professor's clear instruction provided 
them great help in understanding the new system. The fact is that positive responses to 
the survey questions often accompanied expressions of satisfaction about the proficiency 
of their university professors. Although this study does not directly examine the expertise 
or competency of university teachers, participants' responses suggest that the issue of the 
effectiveness and teaching competency of university teachers should not be ignored. 
Implications for Practice 
This study was intended to identify the most and least valuable components of the 
music teacher preparation program at NTNU, as well as to discover any missing 
components that might be added in order to help beginning music teachers start their 
profession more effectively. It is hoped that by implementing these recommendations, 
future graduates ofNTNU will experience a smoother and more effective transition from 
being students to being teachers. It is hoped that this study may contribute to a greater 
body of research examining the music teacher preparation programs in Taiwan, and assist 
teacher educators and administrators in realizing the need for change. 
The following discussion describes two domains for music teacher preparation 
adjustments--curriculum and student teaching adjustment-as well as an area for 
improvement--college teaching effectiveness. With the aim of nurturing high quality 
secondary school music teachers in their ability to implement Arts and Humanities, it is 
important that NTNU' s music teacher preparation program listens to the voices of its 
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beginning music teachers and seriously considers making the changes suggested by them. 
Curriculum Adjustment 
The reformed system-the Grade 1-9 Curriculum-has been in effect in the 
schools of Taiwan for more than ten years. To meet the requirements of the new system, 
which dictates music teachers to teach performing arts in addition to music, NTNU added 
the courses related to performing arts into its university curriculum. Nonetheless, once on 
the job, beginning music teachers perceived their teacher preparation as having been 
insufficient, indicating a need for an improved curriculum. As a result, curriculum 
adjustment should be considered as a possible way to better prepare future prospective 
teachers to fulfill their roles. 
A concrete plan for curriculum adjustment needs to be developed. Since music 
teachers are expected to be able to manage day-to-day requirements that are specific to 
the secondary level from the moment they begin teaching, prospective teachers need to be 
prepared to set classroom standards, design lesson plans, communicate with students, and 
assess students' performance. Prospective teachers also need to understand that their 
advanced skills and knowledge of performance may not be demonstrated all the time, but 
that there may still be occasions when they will be able to display their expertise. 
Prospective teachers need to learn how to talk with parents, school administrators, and 
supervisors. They need to understand that their role in the school will not only be a music 
teacher but also a counselor, friend, and parent (Lanier, 1997). 
Most important, better instruction about how to teach the content must be 
included in the plan of curriculum adjustment. An example of this would be scheduling 
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several music teachers in the Arts and Humanities field to speak with prospective 
teachers. These experienced teachers could help prospective teachers understand the 
current issues in the music classrooms, and provide updated information regarding the 
Arts and Humanities field. They would also help prospective teachers understand how to 
build an active.and creative learning environment in the music classroom by sharing their 
own teaching experiences. Since these visiting veteran teachers have been dealing with 
adolescents, behavioral challenges, and classroom activities every day for many years, 
the sharing of their experiences with the novices can be very valuable to prospective 
teachers. 
The third phase of curriculum adjustment would be the demonstration of the 
viability of the curriculum plan. A pilot program and assessment efforts need to be 
planned. The division of the music program into a performance-based group and a group 
focused on the classroom instruction needs to be included in the pilot program. Students 
who wish to become teachers would not need to take advanced music theory courses or 
receive advanced performance training. Instead, they will need to receive more extensive 
training in teaching methods, which those planning to be performers will not need to 
receive. An assessment of a pilot program would also be conducted. Based on the 
experiences gained by implementing the pilot experience, its assessment, and subsequent 
discussion, the curriculum plan would need to be further revised. The program would 
continue with the cycle of experimentation, feedback, and revision until the final 
curriculum plan is approved. 
Curriculum adjustment is a huge task that would involve a lengthy process and a 
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significant expenditure of funds and other resources. However, in order to foster active 
learning and high-order thinking in prospective teachers, this change is necessary, for 
changing times requires new teaching strategies. 
Student Teaching Adjustment 
The student teaching experience is often cited in teacher education literature as 
the single component of a teacher preparation program that has the most significant 
impact on future teaching behaviors of teacher candidates (Fallin & Royse, 2000; Feldon 
et al. , 2011; Oh, 2005; Recchia, 2011; Swan, 2011). Consistent with these claims, most of 
the participants (62.96%) in this study have reported that their student teaching 
experience was the most meaningful portion of their professional preparation. However, 
they also expressed that the time spent in student teaching was not long enough. If 
student teaching is the capstone experience in the teacher preparation, as both previous 
literature and this study have indicated, it would be wise to lengthen the amount of time 
prospective teachers spend doing student teaching. One way to encourage the program to 
extend the duration of student teaching would be to work with more secondary schools in 
their neighborhood to provide prospective teachers with extended experiences in actual 
classroom situations. 
Student teaching is designed to provide opportunities for teacher candidates to test 
theories and methods of teaching for themselves, to build up a repertoire of effective 
strategies for teaching and learning, to identify teaching strengths and weakness, and to 
develop their own individual teaching style (Fallin & Royse, 2000; Sanderson, 2003). 
However, this experience cannot be successful without effective cooperating teachers. 
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Kuehl (1984) stated, "Student teaching is a complex learning experience that requires 
careful supervision. Cooperating teachers must create a sustaining environment that will 
facilitate maximum development of student teachers" (p. 2). The role of cooperating 
teachers in student teaching is complex and important in the professional development of 
teaching abilities. During this endeavor, the roles played by the cooperating teachers will 
include mentor, guide, advisor, role model, and even friend. Therefore, cooperating 
teachers should be selected carefully for this task. Instead of volunteers, cooperating 
teachers should be recommended by county or district administrators and the school 
principals. The school principal should be able to provide evidence to support their 
selection of mentor teachers. Other requirements, such as possession of a standard 
certificate in the teaching area, having a minimum of three years of classroom teaching 
experience, and demonstrating qualities of an effective team member should also be 
included in the criteria for selection of cooperating teachers. 
College Teaching Effectiveness 
Students learn how to teach from their teachers. It is understood that college 
students often talk about which professors they like and which they do not, which course 
is a "must-take," which are to be avoided, and why. Students can also remember what 
they have learned and how they were taught in various classes long after they graduate. 
Similar comments can be found from the responses of the participants in this study. As 
was suggested in the above recommendations, college teaching effectiveness is also an 
essential element for prospective teachers. Current approaches used for college teaching 
evaluation include student ratings of teaching, peer review of teaching, teaching 
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portfolios (course portfolios), and self-evaluation. However, among these methods, only 
student evaluations of instructors are generally considered to be highly reliable and 
moderately valid (Aleamoni, 1999; Centra, 1993; Dresel & Rindermann, 2011; Hobson & 
Talbot, 2001 ). On the other hand, other methods of evaluation, such as evaluations by 
colleagues or trained observers, have not been found to be reliable and, therefore, are 
considered not valid (Centra, 1993). Furthermore, researchers have provided the evidence 
that good evaluations can lead to better teaching (Overall & Marsh, 1979).28 Since the 
assessment of teachers through student opinions has significant impact on the 
improvement of instructors' classroom performance, the student evaluation form needs to 
be designed thoroughly and carefully, and the evaluations of students should be valued 
highly and taken seriously. 
Recommendations for Further Research 
This research was limited to the perceptions of beginning music teachers at 
NTNU concerning their teacher preparation. In order to obtain a more complete picture of 
the teacher preparation process regarding the Arts and Humanities field, it would be 
necessary to collect data from a larger population. Creating additional study populations 
from other teacher preparation programs and asking them the same survey questions 
would allow programs to become aware of which components are most valuable, which 
are not helpful, and what important components may be missing altogether. By 
comparing the perceptions of beginning teachers from various teacher preparation 
28 The research results indicated that when instructors collect midterm feedback from 
students and have an open discussion with authors about strategies for improvement, this leads to 
higher evaluations at the end of semester and the students have higher scores in the fmal exam. 
organizations with each other, teacher preparation programs could learn each other' s 
strengths and weaknesses. 
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Due to time constraints and geographic limitations, this research only examined 
the perceptions of beginning music teachers at NTNU through their responses to the 
questionnaire. One possible expansion of this study would be to bring together the 
education professors of the music department at NTNU for several focus group meetings. 
By administering a modified version of the survey questions that were asked of beginning 
music teachers, it would help reveal the beliefs of teacher educators about student 
learning in the teacher preparation program. In addition, the teacher educators would be 
able to provide more appropriate knowledge of their current curriculum for preparing 
prospective teachers. 
Similarly, expanding this study by including pre-service music teachers would 
help to make the research more inclusive. The pre-service music teachers would also be 
asked modified questions used for the focus group discussion. This would allow the 
researchers to closely examine their thoughts on their teacher preparation, and their 
expectations and anticipations of what their first year of teaching will be like. This 
information is crucial because it could inform an improved approach to prevent the 
reality shock for beginning music teachers when they enter the real classroom. 
Weinstein (1988) reported that pre-service teachers tended to hold unrealistically 
optimistic beliefs about their future teaching. This unrealistic optimism led them to 
believe that the work of teaching would be less problematic for them than it would be for 
their peers. The difficulty of activities such as instructing students from different cultures, 
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maintaining discipline, establishing and enforcing class rules and procedures, relating to 
parents, and dealing with individual differences was consistently underestimated by pre-
service teachers. However, these same activities were consistently perceived as extremely 
problematic by beginning teachers. The existence of such unrealistic optimism often 
results in students lacking the motivation to become deeply engaged in the teacher 
education programs. To assist pre-service teachers in minimizing their levels of 
unrealistic optimism thus requires the efforts of teacher educators to develop more 
realistic expectations for pre-service teachers about their future teaching experiences. 
Finally, a study needs to be conducted with these same music teachers at the five-
to seven-year mark. It is reasonable to think that the comments made by beginning music 
teachers at the time of this study are valid, for they are based on their real teaching 
experiences. Nonetheless, after these teachers have established their own teaching style 
and have moved beyond the teaching issues and challenges of their early years, it will be 
valuable to identify their later perceptions of their teacher preparation. It would be 
interesting to know if their later perceptions are still the same as those reported in their 
early years, or ifthey have different views of what they were taught in the university. 
Will same issues continue to remain alive and problematic for them? Or will they have 
developed better strategies through trial and error to deal with these types of crises? Will 
they come to view that their teacher preparation had relevant connections to their future 
teaching or not? It is important to keep in mind that perceptions and evaluations made by 
the beginning music teachers are based on their current situation as they are encountering 
now or in the recent past, and these perceptions may change with the passing of time and 
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the accumulation of greater experience. 
Conclusion 
In this study, I identified the mpst valuable and least valuable components of the 
music teacher preparation at NTNU. The results of this study have revealed that 
participants who have graduated from the music teacher preparation program at NTNU 
are entering teaching profession quite unprepared to deal with many of the major 
challenges they face in the classroom. This study has also discovered the components that 
participants felt they urgently needed to be prepared before entering the real classroom, 
but were not given. Providing prospective teachers with more substantial knowledge and 
experiences, and more effective teaching while they are being trained at the university 
could help better prepare prospective teachers for their early years of teaching. 
The frrst year of teaching is a difficult challenge. When the participants said they 
needed certain skills and knowledge for teaching integrated curriculum, it did not 
necessarily mean that the music teacher preparation program at NTNU did not do its job 
well. The fact is that these participants were entering the classroom without any previous 
teaching experiences or with few teaching experiences. What concerned them most was 
how to survive in the classroom and how to deal with challenging situations in the 
classroom. It seemed that, in their minds, nothing was more important than this "sink-or-
swim" time. Previous research also showed that beginning teachers tend to enter the 
classroom with high idealism and expectations. When they find that the expectations of 
teaching differ greatly from classroom reality, beginning teachers perceive that their 
teacher preparation programs have failed them, and their focus shifts to surviving rather 
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than to effective teaching. 
Participants also said they felt advanced performance training was disconnected 
from their profession. However, from a musical perspective, musicianship training does 
connect to music teaching. Through ear training, music teachers are capable of 
identifying wrong notes students have played. Through musicianship training, music 
teachers are able to improvise and compose in their music classes. Most important, music 
teachers will have developed their own musicality and lifelong appreciation, ability and 
love for music, and teach music musically. 
This study is just a beginning. It only conveys the beginning music teachers' 
thoughts, feelings, and recommendations. It is hoped that these voices can be heard, 
valued, and taken seriously. If any changes could be done to promote a successful entry 
into the secondary music classroom for beginning music teachers, it can be said that this 
study was helpful in making a difference. 
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Appendix A 
Certified Teachers by Certification Year and Job Placement 
Certification Total Job Placement 
Year Full-Time Substitute Reserve Employment Rate 
Total 163,409 86,804 15,977 60,628 62.90 
1997 999 790 10 199 80.08 
1998 2,631 1,888 44 699 73.43 
1999 7,220 5,288 94 1,838 74.54 
2000 11,384 9,224 184 1,976 82.64 
2001 16,483 13,460 319 2,704 83.60 
2002 15,929 11,617 674 3,638 77.16 
2003 17,693 10,796 1,313 5,584 68.44 
2004 17,362 9,152 1,460 6,750 61.12 
2005 18,726 7,212 2,114 9,340 50.12 
2006 17,561 7,036 2,224 8,301 52.73 
2007 13,319 4,152 2,163 7,004 47.41 
2008 9,677 3,194 1,883 4,600 52.46 
2009 7,390 1,711 1,789 3,890 47.36 
2010 7,035 1,224 1,706 4,105 41.65 
Note: Data translated and adapted from Yearbook ofTeacher Education Statistics 2010, 
Ministry ofEducation, Taiwan, p. 151. 
Appendix B 
Teachers Certified under the 1994 Teacher Education Act by 
Certification Year and Job Placement 
1997 1998 1999 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 I 0 Full-Time 0 Substitute • Reserve I 
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Note: Data translated and adapted from Yearbook of Teacher Education Statistics 2010, 
Ministry of Education, Taiwan, p. 23. 
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Appendix C 
Undergraduate Music Curriculum (2007) at National Taiwan Normal University 
Undergraduate Obligatory Courses 
Semester and Credit 
Subject l st 200 3ra 
Fall Spring Fall Spring Fall S_I!_ring 
Major Piano 1 1 (1) 1 (1) 1 (1) 1 (1) 1 (1) 
(1) 
Voice 1 1 (1) 1 (1) 1 (1) 1 (1) 1 (1) 
(1) 
Wind 1 1 (1) 1 (1) 1 (1) 1 (1) 1 (1) 
Instruments (1) 
String 1 1 (1) 1 (1) 1 (1) 1 (1) 1 (1) 
Instruments (1) 
Percussion 1 1 (1) 1 (1) 1 (1) 1 (1) 1 (1) 
Instruments (1) 
Composition 1 1 (1) 1 (1) 1 (1) 1 (1) 1 (1) 
(1) 
Chinese 1 1 (1) 1 (1) 1 (1) 1 (1) 1 (1) 
Instruments (1) 
Minor Piano 0.5 0.5 
Voice 0.5 0.5 
Wind 0.5 0.5 
Instruments 
String 0.5 0.5 
Instruments 
Percussion 0.5 0.5 
Instruments 
Composition 0.5 0.5 
Chinese 0.5 0.5 
Instruments 
Chorus (Orchestra) 1 1 (4) 1 (4) 1 (4) 1 (4) 1 (4) 
(4) 
~istory of Chinese 2 2 (2) 
Music (2) 
4th 
Fall 
2 
(1) 
2 
(1) 
2 
(1) 
2 
(1) 
2 
(1) 
2 
(1) 
2 
(1) 
© Specialized Subject 
( ) Hours 
Total Note 
Spring 
2 (1) 10 (") 
::r 
0 
0 
2 (1) 10 "' (1) 
-8 
2 (1) 10 ~. 0 .., 
s· 
2 (1) 10 g. (1) 
"' (1) 
-.1 
"' 2 (1) 10 c:: ,g: 
(1) 
(") 
-
"' 2 (1) 10 
2 (1) 10 
1 z 
'"0 0 1 -·-~ "S!. 
1 0 ~ 
el 9 
8 8 
s· "' 1 = · 0 0 
" (il 0.. 
"' 1 ::r 0 
~ 
5: 
(") 
1 ::r 0 
0 
1 "' (1) 
6 
4 
C (Continued) 
Semester and Credit 
Subject 1st 2"11 3rll 
Fall Spring Fall Sprin~ Fall Spring 
Basic 2 (2) 2 (2) 2 (2) 2 (2) 
Musicianship 
Training 
Hannony 1 (2) 1 (2) 2 (2) 2 (2) 
!Advanced 1 (2) 1 (2) 2 (2) 2 (2) 
~annony 
Counterpoint 2 (2) 2 (2) 
Counterpoint & 1 (2) 1 (2) 2 (2) 2 (2) 
Fugue 
Instrumentation 1 (2) 1 (2) 
History of 2 (2) 2 (2) 
Western Music 
I 
History of 2 (2) 2 (2) 
Western Music 
II 
History of 2 (2) 2 (2) 
Chinese Music 
Orchestration 1 (2) 1 (2) 
aasic 1 (2) 1 (2) 
Conduction 
Teaching of 
Choral Music 
!Teaching of 
~nstrument 
Music 
;Form 
&Composition 
Total Credits 8.5 6.5 14 14 10 10 
Total Hours 13.5 11.5 21 21 15 15 
4th 
Fall 
2 (4) 
2 (4) 
2 (2) 
8 
11 
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© Specialized Subject 
( ) Hours 
Total Note 
Sprin~ 
8 
6 Composition-
majored 
exempted 
6 Composition-
majored 
obligated 
4 Composition-
majored 
exempted 
6 Composition-
majored 
obligated 
2 
4 
4 
4 
2 Composition-
majored 
obligated 
2 
2 (4) 4 Female Only 
2 (4) 4 
2 (2) 4 Composition-
majored 
exempted 
8 83 
11 121 
C (Continued) 
Subject 
Minor Piano 
Voice 
String 
Instruments 
Wind 
Instruments 
Percussion 
Instruments 
Composition 
Chinese 
Instruments 
Electone 
Organ 
Harpsichord 
Minor2 Voice 
~tali an 
Chamber Music 
(Brass) 
Chamber Music 
11Percussion) 
Practice of 
Traditional Chinese 
Instruments (Wood) 
!Practice of 
[rraditional Chinese 
~nstruments (String) 
~ntroduction to 
Traditional Chinese 
nstruments 
Music Appreciation 
Undergraduate Elective Courses 
Semester and Credit 
l st 2nd 3rd 
Fall Spring Fall Spring Fall Spring 
0.5 0.5 0.5 0.5 
0.5 0.5 0.5 0.5 
0.5 0.5 0.5 0.5 
0.5 0.5 0.5 0.5 
0.5 0.5 0.5 0.5 
0.5 0.5 0.5 0.5 
0.5 0.5 0.5 0.5 
0.5 0.5 0.5 0.5 
2 (2) 2 (2) 
1 (2) 1 (2) 
1 (2) 1 (2) 
1(2) 1 (2) 
1(2) 1 (2) 
1(2) 1 (2) 
2 (2) 2 (2) 
4th 
148 
@ Specialized Subject 
( ) Hours 
Total Note 
Fall Spring 
0.5 0.5 3 
0.5 0.5 3 
0.5 0.5 3 
0.5 0.5 3 
0.5 0.5 3 
0.5 0.5 3 
0.5 0.5 3 
0.5 0.5 1 
0.5 0.5 1 
2 
4 
2 
2 
2 
2 
2 
4 
C (Continued) 
Subject l st 
Fall Spring 
iLa Musica 
IV ocale Italiana E 
L' arte Scenica 
ntroduction to 
Music 
1dbrarianship 
Creative 
!reaching Method 
in Music 
Music Education 
and Musical 
Behavior 
Guitar 
~rinciples of 
Musical 
ferformance 
V\pplied Music 
~ntroduction to 
World Music 
~ntroduction to 
!Nan Kuan and 
IBei Kuan Music 
~ azz Performance 
Practice 
Chinese Music 
!Ensemble 
!New Music 
!Ensemble 
Chamber Music 
(Piano) 
V\ccompanying 
Semester and Credit 
2"d 3rd 
Fall Spring Fall Sprin~ 
2 (2) 2 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
1 (2) 1 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
2 (2) 2 (2) 
1 (2) 1 (2) 
2 (2) 2 (2) 
4th 
Fall 
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@ Specialized Subject 
( ) Hours 
Total Note 
Sprin2 
4 
4 
4 
4 
2 
4 
4 
4 
4 B/M 
4 BIM 
4 BIM 
4 BIM 
2 
4 
C (Continued) 
Semester and Credit 
Subject l st 2"d 3rd 
Fall Spring Fall Spring Fall Spring 
Literature of the 2 (2) 2 (2) 
Individual Major 
German Lied 2 (2) 2 (2) 
Interpretation 
Double 2 (2) 2 (2) 
Counterpoint 
Chamber Music 1 (2) 1 (2) 
(Wood Wind) 
Chamber Music 1 (2) 1 (2) 
lrstring) 
Music Form 2 (2) 2 (2) 
Elementary 
Electronic Organ 
Keyboard 
Harmonization 
Music Analysis 
!Recorder 
Piano Pedagogy 
Introduction to 
Musicology 
ntroduction to 
Ethnomusicology 
Modem Music 
Contemporary 
Music 
4th 
Fall 
2 (2) 
1 (2) 
2 (2) 
1 (2) 
2 (2) 
2 (2) 
2 (2) 
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© Specialized Subject 
( ) Hours 
Total Note 
Spring 
4 
4 B/M 
4 
2 
2 
4 
2 (2) 4 
1 (2) 2 
2 (2) 4 Composition-
majored 
obligated 
1 (2) 2 
2 (2) 4 
2 
2 (2) 2 
2 Composition-
majored 
obligated 
2 (2) 2 Composition-
majored 
obligated 
C (Continued) 
Semester and Credit 
Subject l st 2nd 3rd 
Fall Spring Fall Spring Fall Spring 
Teaching 
Technique and 
Application of 
Orff Approach 
Contemporary 
Music Teaching 
Methods 
Introduction to 
General Art 
!Aesthetics 
!Music 
!Aesthetics 
Stage Directing 
and 
~erformance 
Choreography 
rrotal Credits 4 4 28 28 25 25 
~otal Hours 6 6 32 32 29 29 
4th 
Fall 
2 (2) 
2 (2) 
2 (2) 
2 (2) 
22.5 
26.5 
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@ Specialized Subject 
( ) Hours 
Total Note 
Spring 
2 B/M 
2 (2) 2 B/M 
2 Educational 
Credits 
2 Educational 
Credits 
2 (2) 2 
2 (2) 2 Educational 
Credits 
2 Educational 
Credits 
20.5 157 
24.5 185 
Appendix D 
Summary of Curriculum of Music Teacher Preparation Program (2007) at 
National Taiwan Normal University 
Freshman Sophomore Junior Senior 
~ Chinese • English 
~d3 0 (Required) 
0 ~ ·- Selected Readings of Chinese • Selected Readings of English • History· Constitutional Democracy· 
- 0 ~ ~ ~ ~ Civil Society • Natural Science Field · Arts Fie ld • Life Field • General Education Field 
= ~ .~ Physical Education Pl!y_s ical Education Pltysical Education Physical Education 
.Q = = 0 c.o :;;;> Military Education Military Education 
Music Teaching 
~ "' 
·- .. 
Materials and 
"0 ·- Methods (required) u"' 
... ... 
"' 
uu Music Teaching 
~ OC>N Practice (required) 
"' l'"" r.. Computer and Music Introduction to Music = ... l 0 Teaching (elective) Education (elective) u ~ ... 
= "' Q ... Music Instructional 
-; u g Assessment and t-U Evaluation (elective) = Q ... 0 .. ~ 
:;: .. 'l: Introduction to Education • Educational Psychology • Philosophy of Education • Sociology of t:>ll<J ~ ·- .. ~ :Ca;j Education (required; choose 2 subjects) • Theories of Education • Class Management • Instructional 
= 0 = Assessment and Evaluation • Principle and Practice of Guidance· Research on Problems of Teenagers '1:1 = Q ~ Q 5 (required, choose 2 subjects) 5 5 5 Q Secondary Education • Instructional Media • Theories of Moral Education • Scientific Education • 
8U Information Technology and Education 
Piano (I) Piano {II) Piano (III) Piano (IV) 
Voice (I) Voice (II) Voice (III) Voice (IV) 
Wind Instruments (I) Wind Instruments (II) Wind Instruments (III) Wind Instruments 
String Instruments (I) String Instruments (II) String Instruments (Ill) (IV) 
Percussion Instruments (I) Percussion (II) Percussion (III) String Instruments 
Composition (I) Composition (II) Composition {III) (IV) 
Traditional Instruments (I) Traditional Instruments Traditional Instruments Percussion (IV) 
History of Taiwanese (II) (III) Composition (IV) 
... Music Harmony(!!) History of Western Music Traditional .. 
~ Harmony Advanced Harmony (II) History of Chinese Music Instruments (IV) 
.. Advanced Harmony Basic Musicianship Orchestration Teaching of Choral 
"' 
·e Basic Musicianship Training (II) Basic Conduction Music '1:1 ... 
'Qi "0 Training History of Western Counterpoint & Fugue (II) Teaching of 
ri: 5 < Chorus Music Chorus Instrumental Music 
.. Orchestra Counterpoint Orchestra Form & Composition ..c 
.. 
-; ... Counterpoint and Fugue 0 
= "' (I) 0 .. 
"' Instrumentation ·;;; .. 
"' 
= Chorus ~ 0 u Orchestra 0 to r.. Piano (minor)(!) Q., s 
.. Voice (minor){!) 
.!:.fl 
:c; Wind Instruments 
0 (minor)(!) 
String Instruments 
(minor)(!) 
Percussion Instruments 
(minor)(!) 
Composition(minor)(l) 
Traditional Instruments 
I (minor)_(!) 
152 
Credit 
28 
26 
100 
153 
D (continued) 
Freshman Sophomore Junior Senior Credit 
Italian Creative Teaching Chamber Music (Piano) Elementary Electronic Organ 
Chamber Music Method in Music Chamber Music (Woodwind) Keyboard Harmonization 
(Brass) Practice of Traditional Chamber Music (String) Music Analysis 
Chamber Music Chinese Instruments Accompanying Piano Pedagogy 
(Percussion) (Wood) New Music Ensemble Recorder 
Practice of Traditional Music Form 
Chinese Instruments Literature of Individual 
(String) Major 
Introduction to German Lied Interpretation 
Traditional Chinese Double Counterpoint 
Instruments Chinese Music Ensemble 
Music Appreciation 
La Musica Vocale 
ltaliana E L'arte 
Scenica 
.. Introduction to .. ~ Librarianship 
.... 
'a Guitar 
... Principles of Musical 
"0 
5 Performance 
< Music Education and 
... Musical Behavior ; 
.. Applied Music 
.s 
"' 
Introduction to World 
~ Music 
"' 
.. 
= Introduction to Nan "0 0 QS u Kuan and Bei Kuan 
ri: ... > Music 
'1: 
.... Jazz Performance ... 
';j i;:J Practice 
= 0 
·;; Piano (minor)(II ) Piano (minor)(IIl) Piano (minor IV) 
"' .s Wind Instruments Voice (minor)(III) Voice (minor IV) 
0 (minor)(Il) Wind Instruments Wind Instruments (minor IV) loo 
~ String Instruments (minor)(III) String Instruments (minor IV) 
(min or )(II ) String Instruments Percussion (minor IV) 
Percussion Instruments (minor )(III) Composition (minor IV) 
(minor)(II) Percussion Instruments Traditional Instruments (minor 
Composition (minor)(Ill) IV) 
(minor)(Il) Composition (minor)(Ill) Electone/Organ 
Traditional Instruments Traditional Instruments Harpsichord 
(minor)(Il ) (minor)(III) 
Voice (2nd minor) (I) Voice (2nd minor) (II) 
Modern Music 
.. Introduction to Musicology 
~ Introduction to 
"' ... Ethnomusicology s 
... Contemporary Music 00 
... Teaching Techniques and 
= 0 Application ofOrff Approach 
.. 
.s Contemporary Music Teaching 
"' 
Methods ... 
"' Introduction to General Arts .. 
= 0 Aesthetics u 
... Music Aesthetics 
> Stage Directing and '1: 
.... 
"' 
Performance i;:J Choreograohv 
Appendix E 
The Pre-Service Education Courses at National Taiwan Normal University 
for Subject of Music of "Arts and Humanities" at Secondary School 
March 26, 2009 Program Review Committee Approved 
April 7, 2009 College Review Committee Approved 
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Apn 009 mverstty_ Curriculum Review Board Approved "1 30 2 u . . 
Subject Title Music 
Total Required Credits 26 J Obligatory Credits 10 J Elective Credits I 16 
Department Music 
Type Subject Title Related Subject Titles Credits 
Music Psychology 
Music Education and Music Behavior , Introduction to Music 
2 _ ]C~~!~~y ___ ________ __ _______ ________ _______ _______ __ ________ ___ ___ 
-------------------------
- ---- -----
Modem Music ' Contemporary Music ' Research in Piano 
Music Appreciation Music' Research in Vocal Music' Research in Wind Music 2-4 
c , Research in String Music 
0 Computer and Music Teaching, Application of MIDI and ~ Computer Music 2-4 .~ Software 
:.0 Western Music 0 Chinese Music History ' Taiwanese Music History 2-4 -~!~~~~y __ __ ____ ________ 
------------------ ----------------- ---- ------- ---------------------- ----------
Introduction to 
Introduction to Ethnomusicology , Introduction to 
Traditional Music , Introduction to World Music , Research 2-4 Musicology 
in Taiwanese Art Songs , Jazz Performance Practice 
Piano , Voice 
String Instruments ' Wind Instruments , Percussion , 
2 
--------------- ------ ----
- ~~~p-~~i_t~?~:.- ~~~~_s-~!~_s_~~~~~s ___ ____ _________ ___ ____ _______ 
----- -----Chamber Music (Brass) ' Chamber Music (Piano) , Chamber 
Choir ' Orchestra 
Music (Percussion) ' Chamber Music (Wind) , Chamber 
2-4 Music (String) ' Chamber Music (Voice) , Chinese Music 
Ensemble , New Music Ensemble , Jazz Ensemble 
Form & Analysis' Music Form, Form & Composition, 
Harmony 
Advanced Harmony , Keyboard Harmonization , 
2-4 
<!) Counterpoint , Counterpoint & Fugue ' Accompanying , .~ 
..... Music Analysis C) 
<!) 
~ Instrumentation Orchestration 2-4 
Conducting 2 
Applied Music Recording , Digital Recording 2-4 
Contemporary Contemporary Music Teaching Methods , Teaching 
Music Teaching Technique and Application of Orff Approach , Research in 2 
Methods Music Teaching Materials and Methods 
Introduction to 
Introduction to General Music Education , Creative Teaching 
Method in Music , The Testing & Assessment of Music 2 Music Education Education ' Community Music Education 
E (Continued) 
Note: 
1. The Pre-Service Education Courses listed above is for undergraduates enrolled in 
2009. 
2. Undergraduate obligatory courses cannot be admitted. 
3. Students are required to take at least one course within each of the following four 
categories: 
A. Music and Perceptions (Music Psychology , Music Appreciation) 
B. Music and Performances (PianoN oice , Chorus/Orchestra) 
C. Music and Technology (Computer Music) 
D. Music and Culture (Western Music History , Introduction to Musicology) 
4. Students have to takelO credits on obligatory courses and 16 credits on elective 
courses. The total credits should be at least 26. 
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5. Unlisted relative subjects and courses will be reviewed and recognized by program 
committee. 
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Appendix F 
Common Required Courses (14~ 16 Credits) of Education Professional Courses in the 
Pre-Service Education Courses for Secondary School Teachers 
Course Name Course T i t I e Credits N 0 t e s 
An Introduction to Education 2 
Education Foundation Educational Psychology 2 
(4 credits) Philosophy of Education 2 2 (at least) of 4 
Sociology of Education 2 
Principles ofTeaching 2 
Classroom Management 2 
Educational Testing and 2 Education Methodology Evaluation 
(6 credits) Counseling Theory and 3 (at least) of 6 
Practice 2 
Curriculum Design 2 
Teaching Media 2 
Education Internship 
(The field of) Materials and 2 Methods (4~6 credits) (Areas) of Teaching Practice 2-4 
Note. Translated and adapted from Department of Secondary Education, the Ministry of 
Education, http:/ /www.edu. tw/high-school/content.aspx?site _content_ sn=8449 
Boston University College of Fine Arts 
855 Commonwealth Avenue 
Boston, Massachusetts 02215 
T 617-353-3350 F 617-353-5331 
www.bu.edu/cfa 
Appendix G 
Survey Questionnaire 
(English Version) 
New Teacher Perception Survey 
~-------------------------------- ----~ 
Music Teacher Perception , 
1. Introduction . :: ,-,~:,: .. 
Thank you for participating in this survey. This survey is to be completed 
by teachers who have been teaching for three (3) years or less. 
2. NTNU Music Teacher Pre a ration Surve . 
I. Background 
1. Gender: Male Female 
--- ---
2. What are your major and minor at NTNU? 
---
Major Minor 
3. When were you graduated? 
2006 2007 2008 
---
4. Did you take educational credits when you were at NTNU? 
Yes No 
---
5. Are you in teaching status? 
___ Yes No (No any teaching experiences) 
___ Used to be teaching (for __ years) 
If you used to be teaching, please continue to answer. 
If you didn't take educational credits nor teaching experiences, 
you can stop here. 
6. What grades are/were you teaching now? (Check that all apply) 
7th Grade gth Grade 9th Grade 
--- lOth Grade 11th Grade 1 i 11 Grade 
Other Grades in different levels 
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Music Teacher Perception 
7. How many periods do/did you have for each subject of"Arts and 
Humanities"? 
(1) music: ___ periods in a week 
(2) visual arts: periods in a week 
(3) performing arts: periods in a week 
II. Program Questions 
1. Now that you have been teaching for one/two/three years, to what 
extent do you feel the knowledge and skills you have received in 
the university is applicable in your teaching "Arts and Humanities" 
of Grade 1-9 Curriculum? 
Not at all Somewhat Very 
0 0 0 
1-1 What aspects of teaching are different from what you expected 
based on what you have learned as an undergraduate in 
preparation program? 
1-2 What specific parts or courses in your undergraduate training 
best prepared you to enter the classroom? Why were these 
components effective? 
158 
- ------
Music Teacher Perception 
2. What parts or courses seemed disconnected from the actual work 
that you are now doing? 
Why? 
3. According to the guidelines of "Arts and Humanities", you are 
required to teach "performing arts29" as well as music. Do you feel 
your undergraduate training balanced both of the subjects? Why? 
4. To what extent, do you think your undergraduate training help you 
understand the essence of"Arts and Humanities"? Please explain. 
5. Relating to your teaching experiences, are there skills/knowledge/ 
theory that you now need that you wish you had been taught in the 
pre-service program? Please describe, and explain why. 
29 Ibid. 
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- ----
Music Teacher Perception 
6. What are your suggestions for improving the music teacher 
preparation program? 
Please be as specific as possible. 
7. Overall, indicate your level of satisfaction with your pre-service 
music teacher preparation regarding the Grade 1-9 Curriculum. 
Very Satisfied Satisfied Neutral 
0 0 0 
Disappointed 
0 
Very 
Disa ointed 
0 
8. Is there anything else you would like to add regarding the Grade 
1-9 Curriculum and your undergraduate preparation to teach it? 
160 
Appendix H 
Survey Questionnaire 
(Chinese Version) 
g;p;k_.:g-~~ 95 '96' 97ft.&Fr.J~*f~Hct • 
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:lBtiW- [ g;p .k t- ~~.f. "f.1.95/96/97.f&.1t-}-g;p .kt~HI Ff.}t-f--.1 fJ:_ ~::If WJ~iL-if--
··-~A~~*] ·~~~-~-ili1~W~MFI-JW.~M*•a*M 
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J- ~ ilt ±~Ji:.k*t"~~jf~~?IT 
t~ ~~#: :Andre de Quadrostf± 
~ ~ .1. : ¥-l~ Jt 6JtJ:_ 
lfn~-tt;;- : o4-2203679o 
E-mail : lingilo@yahoo.com 
1:\f@Jt.+Jt.~-t:~ 
3. :ff; lf-1Ji : _2008 2007 2006 
4. 1±-;f~:Jt. ~1~ ~ ~ 1f ~*_I? :Jt. ~ 
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161 
162 
{f.] ~j&_) 
7. tt r,, 1~- J.JtJ3$i;ftf.-f~itf~A.x.ff.J~f£ ~-~-- (-tt7t-#11 $) 
(1) -t~: ~ 
(2) *'{liEf: ~ 
(3) $.. ~'ii f.-fliEr: ~ 
~,f.~~A.X.~-&~A-t~~~~-Wi 
1. 1±..1~$i r -~~~-=-~ff.Jf.1#~A.x~•~1i. , 1~-t~ ~-1±-;fiJA MPrr 
*~~•~tt~~mff.J$i*~•~Mt~? 
-~9...~ 1£1tif {f.]'~ _Jtb4fti {f.]'~ _1l~ '~ 
1-1 ;ffl ?t 1~ 1±. gifi A-t ~ ~ Prr * ff.J j:J. a Prr ~ ff.J -tJJI ~ , ~~~ Jtb $i * ~ Uii 
it_ :fo 1~ Ptf fj{ JJj ff.J ~ ~ ? 
1~1±.m1±-~AAM~§Iff.J#§#~,~~#7!-~it_~~#§k 
m~~~~•~A•mff.J$i*~~~?Aft•~~~-~~ 
:1f ~{/.] 1t W11~ tn-t±.*? 
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